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ABSTRACT 
The purpose of the study was twofold. The first purpose was to determine the role 
of the Head of Department in maintaining the motivation of English first additional 
language teachers in deprived communities. The role of the Head of Department will 
depend on factors that motivate and demotivate EFAL teachers and the influence of 
demographic factors on the motivators and demotivators reported by the participants. The 
second purpose was to establish the expectations that EFAL teachers have of their Heads 
of Departments in order to gain an understanding of the role that the Head of Departments 
can play in the motivation of the EFAL teachers teaching in schools situated in 
educationally deprived communities. This study not only aimed at presenting the findings 
but to also develop recommendations that can be formulated for the Head of Departments 
of English first additional language department of  high schools situated in educationally 
deprived communities with regard to supporting the motivation of teachers. 
To this end, a literature study was undertaken on relevant theories and on the results 
of previous research on the issue. The research design was a mix-methods design. The 
questionnaire for collecting both qualitative and quantitative data was designed in line with 
instruments used in similar research studies on English FAL teacher motivation by Bennell 
and Akyempong (2007), Kassagby, et al. (2001) and Yau (2010). The questionnaire was 
administered to EFAL teachers teaching at high schools located in educationally deprived 
communities in the Nelson Mandela Metropole where isiXhosa is the home language of 
the learners and English is the medium of instruction. 
It was discovered that the main factors influencing teachers in the context of EFAL 
teaching in educationally deprived communities include the culture of teaching and 
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learning of the school, the teacher’s interaction with learners, colleagues and the 
recognition and feedback associated with supervision of curriculum implementation. It was 
found that demotivated learners, unsupportive colleagues and unprofessional or unethical 
practices by the Head of Department to be the most demotivating factors. 
Key terms 
Demotivation; Educationally deprived community; Instructional leadership, Teacher 
motivation 
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CHAPTER ONE 
INTRODUCTION 
 
1.1 INTRODUCTION  
Teaching is one of the most important and prominent professions in the world. 
Although teachers are the pillars of the education system in any country and they are 
critical for improving the quality of the education system, the popularity and status of the 
teaching profession is declining (George, 2008).  
Over the past two decades the working conditions of teacher has deteriorated; the pay 
and status of the profession have declined; and the physical environment in which teaching 
and learning take place range from excellent to extremely poor. Teachers frequently work 
under the threat of violence from frustrated learners of just under half of whom fail and 
many of whom are in their twenties before they leave schools. High rates of burn-out and 
general dissatisfaction among Namibian teachers have been reported (George, 2008). This 
can also be said of South African teachers, where poor learner performance and poor 
conditions threaten the motivation of many South African teachers. The inferior quality of 
the education offered in deprived public schools raises concerns regarding the motivation 
of teachers towards their jobs (Steyn, 2002). Although the failure to perform on the part of 
the learners could, in part, be attributed to the lack of motivation of the teachers, the 
widespread criticism towards teachers does not take the environmental circumstances in 
which these teachers have to teach into consideration (Bukolo & Alonge, 2011). 
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Studies report a general decline in teacher motivation (Bennell & Akyempong, 
2007). According to a survey by the General Teaching Council of England (Rhodes, 
Neville, & Allan, 2004) more than half of the teachers surveyed claimed a decline in their 
motivation. Bennell and Akyempong (2007) reported that a large proportion of Sub-
Saharan African teachers experience low job satisfaction and poor motivational levels and 
that poor motivational levels have serious implications if the goals for basic education are 
to be achieved.  
It has become clear that teachers need to be supported and motivated to ensure 
quality service since motivation is acknowledged by both teachers and researchers as one 
of the key factors that influence the rate of success of teaching (Soureshjani & Riahipour, 
2012). It has been acknowledged that the lack of motivation is the biggest obstacle faced 
by teachers and, as such, it is imperative for teachers to maintain their motivation in order 
to keep providing healthy and productive learning environments for their learners (Dörnyei 
& Csizer 2005).  
While the provision of support for teachers is important in all learning areas, the need 
becomes more pronounced in subjects such as English First Additional Language (EFAL). 
The teaching of an additional language is challenging in its own right. Learners in the 
South African context are expected to reach high levels of proficiency in at least two 
official languages (DoE, 2002). It is recommended that the home language of learners 
should be used for learning and teaching where ever possible. However, in cases where 
English is the language of learning and teaching, as in the context of this study, the home 
language of the learners (e.g. isiXhosa) becomes the first language and English becomes 
the First Additional Language. Consequently, the majority of learners in South Africa 
attend school where the language of teaching and learning (English) takes place in a 
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language that is not their first language (Oman, 2008). Teaching and preparing learners for 
examinations taken in English (their second and sometimes third language) is a serious 
challenge in most South African schools. The implication of being taught in the language 
that is either their second or sometimes their third language is that learners underachieve 
academically owing to their schooling context and not necessarily owing to the quality of 
teaching that they received (Dawber & Jordan, 1999).  
Research on the motivation of teachers responsible for teaching English as an 
additional language is scarce and fragmented (Yau, 2010), leaving it a fertile ground for 
further investigation. As teachers work under different conditions, it is even more 
important to investigate the motivation of teachers working in deprived environments 
(Bennell & Akyempong, 2007).  
1.2 CONTEXT OF THE STUDY  
This study focuses on the motivation of teachers who are teaching English as First 
Additional Language (EFAL) in South African high schools situated in communities that 
can be classified as educationally deprived. It is well documented that a person’s 
environment has an influence on that person’s motivation. Understanding the environment 
in which the EFAL teachers find themselves teaching is important to the meaning and 
interpretation of the findings of this study.  
1.2.1 Teaching EFAL in educationally deprived communities  
An increasing number of South African learners enter the school with needs arising 
from their deprived backgrounds that the school and teachers are unable to meet (Bukolo & 
Alonge, 2011; Pretorius, 1998). Some of the challenges to which learners from deprived 
communities are exposed are a higher risk of academic failure (Fleisch, 2008; Pretorius, 
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1998); low educational levels of parents; very young or single parenthood; and exposure to 
inadequate or inappropriate educational experiences. In South Africa, the majority of the 
EFAL teachers work with learners from an educationally deprived community (Nel & 
Muller, 2010).  
Community deprivation often manifests itself in behaviours such as a delay in 
language and reading development; irregular school attendance; lack of school necessities; 
and failure to complete school work (Erskine-Cullen & Sinclair, 1996). The language in 
which children acquire knowledge is dependent on the social and cultural contexts 
surrounding them, while the discrepancies between the language used at home and that 
used in school, result in the learners experiencing difficulties in moving into the pattern of 
language usage expected at school (Fleisch, 2008). The factors discussed above may 
explain the lower levels of academic achievement of learners from deprived communities 
when compared to those from affluent neighbourhoods (Olivier, 2006). 
Learners therefore fail to perform to their given potential (Pretorius, 1998) owing to 
their context and not (as mentioned earlier) owing to the quality of teaching they have 
received (Fleisch, 2008). Teachers working in educationally deprived communities find 
themselves having to repeat lessons, giving extra attention to learners who are not keeping 
up, who have little exposure to English outside the classroom, and who tend to speak their 
vernacular during class (Cummins, 2000). Having to repeat lessons delays the completion 
of the syllabus and compounds the workload of teachers. Furthermore, socially deprived 
communities are often characterised by a lack of teaching and learning resources, which 
impacts negatively on the teaching of the English subject (Dawber & Jordan, 1999). 
Fleisch (2008) identified the lack of English literacy, reading material, encouragement 
from home to read books and minimum exposure to English at school, home and in the 
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community, as some of the motivational challenges facing the EFAL teacher in preparing 
the learners from deprived communities to reach high levels of attainment. The above 
situation led to Fleisch’s (2008) comparing the teaching of EFAL in deprived communities 
of South Africa to that of teaching a foreign language.  
The failure of the learners to perform above their potential in a school situated in a 
deprived community, and the criticism pointed towards EFAL teachers for their inability to 
prepare learners adequately, have had a tremendous impact on the motivation of the EFAL 
teacher to teach successfully (Bennell & Akyempong, 2007). Teaching without adequate 
motivation hence weakens the delivery of educational programmes (Eres, 2011). Olivier 
(2006) argues that teachers without adequate motivation can never be expected to motivate 
their learners fully. However, the task of motivating teachers to high levels of performance 
is no easy task.  
1.2.2 The instructional support offered by Heads of Departments (HoD)  
In the South African educational system the School Management Team (SMT), 
comprising the Principal, the Deputy Principal(s) and the Heads of Departments (HoDs), 
fulfil the role of supervisor for the teachers and learners of that school. The roles and 
responsibilities of a HoD depend on the needs and approaches of each individual SMT 
(Clarke, 2007), but generally, the HoD’s roles and responsibilities revolve around six main 
core duties: general or administrative management, personnel management, teaching, 
management of extra-and co-curricular activities, interaction with stakeholders and 
communication.  
On top of the duties the HoD has to perform as a member of the SMT, the HoD has 
the specific duty of being an academic head or subject leader (Kruger & Van Deventer, 
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2003) responsible for providing guidance, control and supervision of his/her department 
and has to guide the staff regarding the appropriate methods and techniques that could 
improve the delivery of the subject matter effectively, while yielding improved outcomes 
on the part of the learners (Badenhorst & Scheepers, 1995). Although the HoDs are 
classroom teachers, they are considered to be the instructional leaders of the teachers in 
their department. Some of the instructional roles expected of a HoD are: 
 To protect and maintain the quality and integrity of the teaching and learning 
programmes within the department; 
 To conduct regular reviews of teaching and learning with the department in order to 
optimise the use of resources available; 
 To organise the  teaching programmes of the department, especially in time-tabling 
and in the use of space resources, and 
 To oversee the conduct of examinations and arrangement of the assessment of 
student performance and progress; 
 To monitor the academic and service activities of the department (Kruger & Van 
Deventer, 2003; DoE, 1998). 
The above roles (described as instructional support roles) require HoDs to have both 
instructional leadership and management skills (Crowther, Kaagan, Ferguson & Hann, 
2002). Leadership is taken to refer to a process of guiding people and influencing 
decisions, while management involves the administration and implementation of 
organisational policies and decisions (Ngmenkpieo, 2010). Leaders therefore focus on 
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mobilising people to steer the organisation in a certain direction (Smit, Cronje, Brevis & 
Vibra, 2007).  
Implied within the roles of the HoD is that of supporting the teachers in the 
department to keep them motivated. Evans (1999) describes this role as that of ensuring 
that teachers are optimally motivated to deliver the results aimed for in the department. 
Without adequate motivation, teachers may stumble in attaining the departmental goals 
especially when faced with challenges beyond their control. Although teachers are adults 
assumed to be capable of self-motivation, the role of the HoD in supporting the motivation 
of teachers can never be underestimated. As HoDs are the first line of management with 
whom teachers interact, they look up to the HoD for guidance and to devise means to 
improve teaching at the school (Badenhorst & Scheepers, 1995). 
To be able to support the motivation of teachers, the HoD needs to understand the 
factors that motivate and demotivate teachers within the particular context in which they 
work. The environment where teaching and learning takes place impacts not only on the 
motivation of teachers, but also on the outcomes on the part of the learners. Lindner (1998) 
cautions that the HoD needs to understand that motivating teachers is a complex task and 
that it is made more complex by the fact that things that motivate teachers change 
constantly. The context or environment under which teachers work can affect their 
motivation negatively or positively and variables such as the age of the employee, the 
number of years in the teaching profession, class sizes, prevailing economic conditions and 
the value that a teacher places on money may also affect the motivation of teachers (van 
der Westhuizen, 1991). By identifying the factors that enhance the motivation of teachers, 
it is hoped that the HoD can apply intervention strategies for maintaining teacher 
motivation, especially in environments where teacher motivation is dwindling. 
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1.3 PROBLEM STATEMENT 
Motivation is acknowledged by both teachers and researchers to be one of the key 
factors that influence the rate of success or failure of EFAL teaching and learning 
(Soureshjani & Riahipour, 2012). Dörnyei and Csizer (2005) view teacher motivation as an 
imperative that needs to be maintained in order to keep healthy and productive learning 
environments for learners. A general decline in teacher motivation has; however, been 
observed and urgent measures are required to enhance higher levels of teacher motivation 
of EFAL teachers teaching at high schools situated in deprived communities.  
The role of motivating teachers in the South African context is listed as one of the 
duties of the HoDs (Clarke, 2007). However, the South African Department of Basic 
Education provides no framework or training to HoDs on how they can support teacher 
motivation. Without the essential knowledge of the factors that motivate EFAL teachers it 
would be difficult for the HoD to offer motivational support to the teachers. Of even more 
serious concern is to note that EFAL teachers working in deprived communities face 
serious motivational challenges; yet not much research has been conducted to investigate 
the strategies that the HoD in deprived communities can use to support teachers. Few 
studies specifically include the language teacher as their participants and ESL teacher 
motivation has received less attention within educational research (Dörnyei, 2001a). 
Having empirical evidence of EFAL teacher motivation in deprived communities will 
facilitate the role that the HoD can play in maintaining teacher motivation in such a 
community. As a result of the effects of constant demands to produce better results, an 
investigation into the motivation of teachers working in deprived communities has become 
increasingly necessary (Bennell & Akyempong, 2007). 
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1.4 PURPOSE OF THE STUDY  
The purpose of this study is to determine the role of the Head of Department in maintaining 
the motivation of English first additional language teachers teaching in educationally deprived 
communities. This study not only aimed at presenting the findings but to also develop 
recommendations on the role the HoD can play in supporting the motivation of teachers.  
1.5 INITIAL CONCEPTUAL FRAMEWORK OF THIS STUDY  
A conceptual framework is taken as a map of issues related to the research topic 
(Leshem & Trafford, 2007). The initial conceptual framework drove the research questions 
(see Figure 1.1). In this framework, I see both personal and job characteristics as playing a 
role in the EFAL motivation of teachers owing to the particular context of investigating 
schools situated in deprived communities. Knowing the factors that motivate (or 
demotivate) EFAL teachers can assist the researcher in developing a set of guidelines for 
HoDs that would enable them to fulfil their role of motivating their colleagues more 
effectively. A graphical representation of the conceptual framework is presented in Figure 
1.1. This initial conceptualisation of the study led to the formulation of the research 
question and sub-questions mentioned in the section to follow.  
 
 
 
 
Figure 1.1: The conceptual framework of the research  
Personal characteristics  
 Age 
 Gender 
 Teaching experience 
  
Guidelines 
to EFAL 
HoD as 
instructional 
leader Job characteristics  
 Class size 
 Class phase 
Teachers’ work 
motivation 
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1.6 RESEARCH QUESTION 
The following main research question was formulated to achieve the purpose of this 
study, namely 
What can the HoD do to support the motivation of EFAL teachers in high 
school situated in educationally deprived communities? 
To facilitate the answering of the above main research question, the following set of sub-
questions were formulated: 
 What factors motivate EFAL teachers in high schools situated in educationally 
deprived communities where isiXhosa is the home language of the learners?  
 What factors demotivate EFAL teachers in high schools situated in educationally 
deprived communities where isiXhosa is the home language of the learners?  
 What expectations do these teachers have from their HoD in terms of motivation?  
 Do any differences exist in the importance that the EFAL teachers attribute to 
recognition, supervision, the job itself and interpersonal relationships as motivating 
factors with regard to personal characteristics (age, gender and teaching experience) 
and job characteristics (class size and class phase)? 
 What recommendations can be formulated for the HoD of an EFAL department of 
high schools situated in educationally deprived communities with regard to 
supporting the motivation of teachers?  
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1.7 SIGNIFICANCE OF THE STUDY  
The focus of this study is on the motivation of teachers, in particular in the 
specialised area of the motivation of EFAL teachers from the perspective of the HoD of the 
EFAL department. In terms of behaviour, low motivation translates into high absenteeism 
linked with weak accountability systems, and poor quality teaching, resulting in 
phenomena such as ‘ghost teachers’. Staff members who are demotivated often display 
apathy and indifference to the work; a poor record of time-keeping and high absenteeism; a 
lack of cooperation in handling problems and an exaggeration of the effect of difficulties 
encountered when facing problems (Anderson & Kyprianou, 1994). Teachers who have 
lost motivation are often perceived as apathetic, disinterested and lethargic (Powell & 
Kusuma-Powell, 2010). 
Signs of high motivation include excellent performance and consistently achieved 
results; cooperation in handling problems; the willingness to accept responsibility and the 
willingness to accommodate change (Anderson & Kyprianou, 1994). Research has noted 
that highly motivated teachers foster both confidence and high achievement in their 
students (Alderman, 2008). By addressing the motivation of teachers, the above problems 
can also be addressed and the status of the teaching profession can be influenced 
positively.  
There have been relatively few studies of language teacher motivation (Kassabgy, 
Boraie & Schmidt, 2001) and less research has been done from the perspective of a HoD in 
a language department. Since the HoD cannot influence the intrinsic motivation of an 
EFAL teacher, the HoD has to search for distinctive needs of EFAL teachers who teach in 
educationally deprived community conditions that can be applied in order to maintain 
12 
 
 
teacher motivation. The findings of this study will serve as recommendations for HoDs of 
EFAL teachers in high schools situated in deprived communities with regard to how to 
better support or maintain EFAL teacher motivation. 
1.8 OPERATIONALIZATION OF CONCEPTS 
To facilitate the interpretation of the findings of the study, a list of concepts that may 
potentially be misinterpreted is provided in the section to follow.  
Demotivation refers to the specific external factors that reduce or diminish the 
motivational basis of a behavioural intention or an on-going action (Dörnyei, 2001b). 
Dörnyei (2001b) emphasised that it does not mean that all the positive influences that made 
up motivation in the beginning have been lost, but rather that demotivation functions as 
forces that de-energise the action. For example, a teacher may have lost interest in teaching 
English to learners who do not show interest in learning English, but still consider the 
teaching of English as important and satisfying. 
An educationally deprived community refers to a deprived neighbourhood that is often a 
“neglected and unattractive residential environment” (Pretorius, 1998, p. 305) and, 
amongst other things, is characterised by poverty, overcrowding and dilapidated housing 
units, crime, noise, extramarital sexual activity, alcoholism, drug abuse and low social, 
cultural and economic standards. An educationally deprived community also refers to 
unfavourable conditions where there is limited community or parental involvement in 
school matters and little potential for upward mobility (Olivier, 2006). In this study, an 
educationally deprived community implies that teachers are faced with educating children 
whose education and development is impeded by the deficiencies in their community and 
background rather than by the inborn cognitive abilities of the learners (Pretorius, 1998). 
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Instructional leadership focuses on teaching and learning and the behaviour of the 
teachers in working with students (Ngmenkpieo, 2010). This concept includes goal- 
setting, school-community relations, supervision and evaluation, school climate, 
instructional coordination and teacher professional development aimed at ensuring the 
enhancement of the central activities of a school, namely teaching and learning (Crowther, 
Kaagan, Ferguson, & Hann, 2002).  
School level refers  either to the Senior phase (Grades 8 and 9) or to the Further Education 
and Training phase (Grades 10, 11 and 12) in the South African school system.  
Teaching experience refers to the number of years that the teacher has taught in various 
schools.  
Working conditions refers to the availability of the basic infrastructure, like the school 
buildings, school furniture, textbooks, space, proper ventilation, etc. It also covers matters 
such as the organisation of work and work activities, training and work time (Bukolo & 
Alonge, 2011). 
Work environment refers to those processes, systems, structures, tools or conditions in 
the work place that impact favourable or unfavourable individual performance, including 
the policies; rules, culture, resources, working relationships, work location and internal and 
external environmental factors (Bukolo & Alonge, 2011).  
1.9 METHODOLOGY 
Since most of the prior studies on teacher motivation relied on quantitative designs 
(Menyhart, 2008), they lack robust and in-depth data. As qualitative data captures 
individual values and behaviour through the interaction between the researcher and the 
participants, a mix-methods study was employed to answer the research questions for this 
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study (Maree, 2007). Both qualitative and quantitative data were collected by means of a 
questionnaire that consists of both closed- and open-ended questions (Johnson & 
Christensen, 2008).  
The questionnaire for collecting both qualitative and quantitative data was designed 
in line with instruments used in similar research studies on English FAL teacher 
motivation by Bennell and Akyempong (2007), Kassagby, et al. (2001) and Yau (2010). 
The questionnaire was administered to EFAL teachers teaching at high schools situated in 
deprived communities in the Nelson Mandela Metropolitan where isiXhosa is the home 
language of the learners and English is the medium of instruction.   
1.10 OVERVIEW OF THE STUDY  
The chapters in this study will be divided according to the outline below: 
Chapter One provides the background, which constitutes a synopsis of the role of school 
HoDs. The background also highlights the challenges faced by EFAL teachers in deprived 
communities and the poor performance of learners. Emphasis is given to the importance of 
teacher motivation in the context of a society where many of the EFAL learners find 
themselves in a socially deprived community. The lack of a framework from the 
Department of Education leads to the main question on the ways in which a HoD can assist 
teachers to maintain their motivation.  
Chapter Two deals with the theoretical framework of the study. The general theories of 
motivation form the framework in which the specific aspects of teacher motivation and the 
factors influencing teacher motivation were discussed. This chapter also addressed the 
instructional role of the HoD in supporting and maintaining teacher support.  
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Chapter Three presents the methodology and research design that is followed in this study. 
The philosophical underpinnings of the mix-methods study were discussed, followed by a 
rationale for the research design of the study. This is followed by a discussion of the data 
collection, analysis of both the quantitative and qualitative data and the ethical 
considerations in the use of the data. The chapter is concluded with a discussion on the 
rigour of the design and research process. 
Chapter Four presents the quantitative and qualitative results from the analysed data sets. 
This chapter consists of four sections, namely a presentation of the demographic results, 
the results of the descriptive and inferential analytic techniques applied to the quantitative 
data set, followed by the results of the content analysis of the qualitative data. The chapter 
is concluded with a discussion of findings.  
Chapter Five presents a conclusion to the research by answering the research questions, 
followed by a discussion on the limitations of the study and recommendations for further 
research on the phenomenon of EFAL teacher motivation in South Africa.  
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CHAPTER TWO 
LITERATURE REVIEW 
 
2.1 INTRODUCTION  
The focus of this study is on the role that a HoD can play in the maintenance and 
improvement of  the motivation of EFAL teachers . Two main themes had been identified 
as being of importance in order to enable the study to achieve the above mentioned focus. 
The first theme focuses on general theories of motivation, as well as on motivational 
theories specific to the context of teaching. The second theme focuses on the particular 
factors which may influence teacher motivation . The chapter concludes with a discussion 
on the instructional role of the HoD in maintaining or supporting teacher motivation.  
2.2 TEACHER MOTIVATION: CONCEPTS AND DEFINITIONS  
There is no universally agreed upon definition of what constitutes ‘teacher 
motivation’ in the developing world (Guarjardo, 2011). This has led to the development of 
a number of working definitions for the term motivation and for teacher motivation, in 
particular. A further complicating factor is the notion that teacher motivation is considered 
to be a context-specific concept (Richardson, 2014).  
2.2.1 Motivation 
Defining the concept motivation has posed challenges for researchers, resulting in 
many researchers focusing more on what motivation encompasses and identifying its 
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features rather than in defining it (Evans, 1999). The word motivation is generally applied 
to the entire class of drives, desires, needs, wishes and similar forces that inspire people to 
work individually or in groups in order to produce the best results (Shah & Shah, 2008). 
Dörnyei (2001a) states that motivation is responsible for the reasons that people initiate an 
activity; for the duration they are willing to sustain the activity; and for their persistence to 
pursue the outcome. Alderman (2008) describes motivation in terms of its functions, 
namely that it energises, directs and regulates the persistence of behaviour. Kelly (1997) 
defines motivation as the process that initiates, guides and maintains goal oriented 
behaviour. It can be seen as biological, emotional, social and cognitive forces acting on or 
within a person, that cause the arousal, direction and persistence of goal oriented behaviour 
(Kroth, 2007). Mclean (2009) focuses on the individual when defining motivation as some 
kind of internal drive which pushes a person to do things in order to achieve something.  
Motivation can also be defined from a more managerial perspective, instead of from 
an individual perspective. Kruger and van Deventer (2003), for example, see motivation as 
the influencing of teachers to achieve the aims that the HoD wants them to achieve. For the 
goals and objectives of a department to be realised, the HoD should be able to influence 
and direct the actions of the teachers towards the desired goals. From the definitions above 
it can be argued that motivation can either be intrinsic (an internal drive which pushes one 
to do things in order to achieve something) or extrinsic (the HoD influencing teachers to 
achieve the outcomes desired).  
For the purpose of this study, the definition for motivation postulated by Evans 
(1999, p. 7) is used, namely that motivation is “a condition, or the creation of a condition, 
that encompasses all those factors that determine the degree of inclination towards 
engagement in an activity”. The significance of this definition lies in the power to 
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operationalize the abstract concept of motivation for the purpose of this research, where the 
focus is on determining how the HoD can support the motivation of teachers in their work 
environment. It is, therefore, necessary to define the concept ‘work-motivation’. Pinder 
(2008), defines work motivation as a set of energetic forces that originate both within as 
well as beyond the being of an individual, to initiate work-related behaviour, and to 
determine the form, direction, intensity and duration of that work-related behaviour. 
Bennell (2004, p. iii), in his larger-scale study of teacher motivation in Sub-Saharan Africa 
and Asia, adopted a more general definition of “work motivation” as the “psychological 
processes that influence individual behaviour with respect to attainment of workplace goals 
and tasks”. 
While motivation can often be used as a tool to help predict behaviour, Pont, Nusche 
and Moorman (2008) caution that motivation varies greatly among individuals and must 
often be combined with ability and environmental factors actually to influence behavior 
and performance. However, of importance to the context of this study is that Hasan and 
Hynds (2014, p. 19) approach their study from the perspective that “a motive has an 
important component, the drive, which is usually an internal process, but may be highly 
influenced by external environmental or other conditions to reach or achieve a reward”. 
Guajardo (2011, p. 6), proposed a general and more comprehensive definition of teacher 
motivation as the “willingness, drive or desire to engage in good teaching which is acted 
upon. Job satisfaction, self-efficacy, and personal achievement are dynamic components of 
teacher motivation that both drive and are driven by teacher motivation”. For the manager 
(HoD), motivation refers to the ability to communicate, to lead by example, to challenge, 
to encourage, obtaining feedback, to delegate, to develop and train, to inform and to 
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provide a just reward (van der Westhuizen, 1991). As demonstrated, there is a range of 
definitions currently embraced in studies of teacher motivation. 
2.2.2 Demotivation 
Demotivation is a relatively new aspect of motivational theories. Demotivating 
factors are, essentially, factors which negatively influence the behaviour of teachers. It is 
important to distinguish between the states of ‘diminished motivation’ and ‘total loss of 
motivation’ or demotivation and amotivation respectively. As mentioned in Chapter one, 
demotivation can be taken to be the resultant force that de-energise the envisaged action 
(Dörnyei, 2001b) mainly caused by matters extrinsic to the task of teaching (Dinham & 
Scott, 2000), including practical issues related to teaching such as limited facilities and 
poor administration (Bennell & Akyempong, 2007). Teacher demotivation is reported to be 
associated with the following factors: “the stressful nature of work, inhibition of teacher 
autonomy, insufficient self-efficacy, content repetitiveness, and inadequate career 
structure” (Dörnyei, 2001b, p. 165).  
Amotivation, on the other hand, refers to the lack of motivation resulting from 
realising that there is no point for the action and is defined as “the relative absence of 
motivation that is not caused by a lack of initial interest, but rather by the individual’s 
experiencing feelings of incompetence and helplessness when faced with the activity” 
(Dörnyei, 2001b, p. 144). Vallerand (1997) identified four main types of amotivation. 
Amotivation can firstly, result from teachers feeling that they do not have the ability to 
perform an action (capacity-ability belief). Secondly, a belief that the strategy being used 
would not lead to the desired outcomes can result in amotivation. Thirdly, amotivation can 
result from a belief that the behaviour expected is too demanding and requires too much 
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effort (capacity-effort belief). The last type of amotivation can result from a general 
perception by teachers that their efforts are inconsequential considering the enormity of the 
task to be accomplished. To summarise, demotivation is related to “specific [internal and 
external] forces that reduce or diminish the motivational basis of a behavioural intention or 
an on-going action,” whereas amotivation refers to general outcome expectations that are 
unrealistic for one reason or another (Dörnyei, 2001b, p. 138-139).  
2.3 THEORIES OF MOTIVATION IN THE CONTEXT OF TEACHER 
MOTIVATION  
To understand the phenomenon of teacher motivation, it is important to focus on 
some of the robust theoretical models for motivation developed over the past half century. 
Despite the longevity of some of these theories, they still offer a useful framework for the 
consideration of motivation in general, and of the factors that influence teacher motivation, 
in particular. There is no single theory that could explain all the aspects involved in 
motivation. Although various models to integrate motivational theories have been 
proposed by scholars, there is no generally accepted model that integrates all workplace 
motivation (Kroth, 2007). The lack of a unifying theory of motivation reflects both the 
complexity of the construct and the diverse background and aims of those who study 
motivation (Kelly, 1997). Discussions of motivational theories often dwell on long existing 
theories of motivation; however, the field of motivation is dynamic and new and less 
known theories of motivation have emerged or are emerging to complement the long 
existing theories. Not all theories of motivation are relevant to motivation in an educational 
context. This study will examine those that are of relevance to work motivation and that 
therefore can lend a hand in understanding the factors that motivate teachers, and 
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particularly EFAL teachers teaching in a community that can be described as educationally 
deprived. 
Motivational theories can be classified into two main categories: content theories 
of motivation and process theories of motivation. Those that can be grouped into content 
theories focus on the drive of employees to satisfy a variety of needs through their work 
(for example, Maslow’s Hierarchy of Needs theory; Hertzberg’s Motivation-Hygiene 
theory and Alderfer’s theory of Existence, Relatedness and Growth). Process theories 
attempt to identify the relationship among the dynamic variables which make up 
motivation. Examples of process theories of motivation are: Adam’s equity theory; 
Vroom’s expectancy theory; and the reinforcement theories. Each of these two categories 
of motivational theories will be considered in the sections to follow.  
2.3.1 The content or need theories of motivation  
Content or need theories attempt to explain those things which actually motivate the 
individual at work. Content theories place emphasis on “what” motivates an individual and 
the factors which produce, direct and sustain individual behaviour (Schultze & Steyn, 
2003). These theories are concerned with identifying the needs of people and their relative 
strengths, as well as the goals they pursue in order to satisfy these needs (ranging from 
basic psychological needs of survival to higher psycho-emotional needs like belonging and 
self-actualisation). Amos, Ristow and Ristow (2004) postulate that motivational theories 
which are placed within this category are based on the argument that the experiences of an 
individual are aroused by a state of need that leads to tension; resulting in the individual’s 
searching for ways (a behavioural response) to satisfy these needs. An experienced need 
gives an individual a feeling that something is lacking in his or her life at that moment. A 
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need is also known as a motive since a need has the ability to move or motivate a person to 
act (Drafke & Kossen, 1998). 
Some of the relevant content or need theories that could provide the theoretical 
framework for this study will be discussed briefly in the paragraphs to follow. Maslow’s 
theory identified a hierarchy of five needs that act as driving forces of motivation, namely 
Physiological needs, Security and Safety needs, Belonging needs, Status and self-esteem 
needs, and Self-actualization needs (the need to fulfil one’s potential and develop one’s 
capacity) (Steyn, 2002). Maslow’s theory propagates that only when the basic needs 
(physiological needs) have been substantially satisfied do the higher needs become the 
motivators of behaviour (Alderman, 2008). If these basic needs, sometimes referred to as 
deficiency needs, are not gratified, people may not have the opportunity to develop 
motivators to go to work. For example, people whose physiological needs are not satisfied 
will have no motivation to long for needs of esteem. A need is therefore considered to be a 
potential motivator until it has been satisfied (Steyn, 2002).  
Although useful in understanding human motivation, this theory falters in that there 
is no “scientifically acceptable” way to determine what a need is, nor an acceptable way to 
determine on which need level a person functions (Kelly, 1997 p. 5). Thus, Maslow’s 
Hierarchy of Needs theory has proved to be a poor predictor of employee behaviour. There 
is little empirical support for the idea that employees in the workplace strive to meet their 
needs only in the hierarchical order proposed by Maslow.  
The Alderfer’s ERG (Existence, Relatedness and Growth) theory addresses some of 
the shortcomings of Maslow’s Hierarchy of Needs theory. Alderfer reworked Maslow’s 
Hierarchy of Needs theory and simplified it into three levels of needs, namely Existence 
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(basic material existence requirements), Relatedness (the desire to maintain interpersonal 
relationships), and Growth (the intrinsic desire for personal development) (Kroth, 2007). 
Alderfer’s ERG theory postulates that multiple needs can operate as motivators at the same 
time and that frustration to attain (satisfy) a higher need can result in regression to a lower 
level need (Kelly, 1997).  
Similarly to Alderfer’s ERG theory, McClelland’s theory of Needs identified three 
basic motives for behaviour, namely Achievement, Power and Affiliation (Kelly, 1997). 
McClelland’s theory assumes that employees prefer pleasant experiences and try, by all 
means, to avoid unpleasant experiences. This assumption is called the Need for 
Achievement (N-Ach). The achievement of objectives and the realization of ideals are 
pleasant and provide motivation for further achievement, whereas errors create a feeling of 
failure and are counter- productive (Weiler, 2005). In support of the Need for 
Achievement, van der Westhuizen (1991) stated that human motivational stimuli are 
largely learnt and that only two motives are innate, namely the desire for pleasure and 
efforts to remove unpleasant experiences or pain. Individuals with a high N-Ach are more 
sensitive to the awareness that they have achieved than to the eventual monetary reward 
which is the result of good work (Elliot, McGregor & Thrash, 2002). Motivation is 
therefore due to their feelings of self-realization and is not due to monetary rewards. These 
individuals set high, but attainable goals and prefer situations where they may influence the 
working environment (Kelly, 1997). The pitfall of this theory is that the N-Ach is only 
reliable as a gauge when the working environment provides a worker with the full 
possibility of self-realisation (van der Westhuizen, 1991). However, this theory has shown 
that self realization is a cordial need of all people. If correctly used it can lead to dedication 
and high inputs. Leaders should, therefore, ensure that workers are not tied down by 
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unnecessary work shackles that would render self-realization impossible (van der 
Westhuizen, 1991). 
McClelland further distinguished between N-Pow, (people with a need for authority 
and power) and N-Aff (the need for personal relationships or affection) (Weiler, 2005). 
These two factors are pertinent to the context of the study (teachers’ workplace motivation) 
as teachers work in a team environment. It may be deducted that the teachers would desire 
affiliation to the team with whom they share a professional relationship, based on mutual 
trust and cooperation. Teachers also need to feel in charge of what they teach and what is 
expected of them, to satisfy their N-Pow need. Frequent changes to the curriculum, for 
example, influence the N-Pow of teachers negatively.  
Another theory that may provide insight into the complex phenomenon of the work 
motivation of teachers is Herzberg’s motivation-hygiene theory. Herzberg proposed two 
sets of factors contributing to work motivation, as shown in Table 2.1 below. 
Table 2.1: Herzberg’s Motivational – Hygiene Theory (Owens & Steinhoff, 1976) 
Motivators (motivating factors) Hygiene factors 
The job itself  (intrinsic factors) Environmental 
Achievement Policies and Administration 
Recognition for accomplishment Supervision 
Interpersonal relations  Working conditions 
Increased responsibility Money, status, security 
Opportunities for Growth and development  
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According to the theory the one set of factors relates to the actual execution of the 
work and is called motivators (Steyn, 2002). The other set of factors (hygiene factors or 
demotivators) include factors related to the work environment (Steyn, 2002). Herzberg’s 
theory postulates that employees are motivated by intrinsic factors rather than by extrinsic 
factors (Eimers, 1997). High levels of the extrinsic factors only succeed in reducing the 
demotivation of employees, but cannot motivate employees to perform to their full 
potential (Sarmiento, Beale, & Knowles, 2007; Graham & Messner, 1998).  
2.3.2 Implications of content theories for HoDs 
Maslow’s Hierarchy of Needs theory, together with Alderfer’s ERG theory and 
McClelland theory of Needs, help the HoD to understand that workers are motivated by 
needs and for HoDs to be relevant, contemporary and effective instructional leaders, they 
would have to be very sensitive to the varied needs of the different teachers working for 
the department. Maslow’s theory may also provide an explanation for the low levels of 
motivation identified within teachers who are working in deprived communities (Bennell 
& Akyempong, 2007). Teachers need security, protection and stability to satisfy their self-
actualisation needs and in deprived schools where these needs may not be present, teaching 
and learning can suffer (Rothstein, 1990). For example, a teacher working in a deprived 
environment rife with crime might be expected to focus more on safety needs than to be 
concerned about his ego or esteem needs (Mwamwenda, 1998). Being blamed for the 
failure or poor performance of learners might prevent EFAL teachers teaching in 
educationally deprived communities from attaining their ego or esteem needs, which could 
lead to low levels of motivation. Supporting the physiological and safety needs do not 
often feature in the daily task of a HoD (van der Westhuizen, 1991).  
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Other needs such as the need for power and authority, achievement and affiliation, 
are of equal importance to the supporting role of the HoD. It would be expected of the 
HoD to ensure that the teachers in the department feel that they have a say in the goals and 
ideals set for the department; that they are accepted and valued in the department; and that 
they have a sense of belonging before they can be motivated to increase their levels of 
productivity (Sergiovanni & Starrat, 1979).  
From Hertzberg’s theory, Owens (1995) draws the following conclusions for 
education practice: Teachers cannot be motivated by removing the factors that cause 
demotivation, as the opposite of demotivation is not motivation, but rather ‘no motivation’. 
The things which make teachers happy at work are not simply the opposite of things which 
make them unhappy, since these two sets of things are different in kind. For example, the 
working conditions, type of appraisal, climate of the school and attitudes of management 
can be sources of demotivation. However, by improving the working conditions, and 
developing more human, concerned management, one can expect to reduce demotivation, 
but one cannot expect to motivate staff members.  
Similarly, Owens (1995) argues that it is not possible to motivate teachers by 
addressing maintenance factors such as reducing the class size, developing a more amiable 
atmosphere and improving the working conditions. The improvement of maintenance 
factors results in a reduction of teacher demotivation, while conditions are created in which 
the teachers can be motivated. Minimum levels of maintenance factors should; however, be 
maintained to avoid such levels of demotivation that the motivators that are actually 
present are not effective. Owens further explain that threats to job security may, for 
example, generate such levels of demotivation that teachers cannot respond to the presence 
of motivating factors such as opportunities for professional growth, recognition or 
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achievement (Owens, 1995). To motivate teachers, HoDs should focus on ensuring that 
both the causes of demotivation are removed and that opportunities for motivation are 
increased.  
Based on the content theories discussed in the previous sections, it would be the 
responsibility of HoD to ensure that adequate job training is provided, so that teachers are 
able to perform and become more efficient; that motivational barriers, as far as possible, 
are removed; and that the necessary tools to execute the job are made available (van der 
Westhuizen, 1991). The HoD should establish a work environment that facilitates good 
performance; should set realistically attainable performance goals, as well as provide 
training, support and encouragement, so that teachers are confident that they can perform 
at the levels expected of them (Bateman & Snell, 1999). Rewards should be meaningful to 
the teachers and should be clearly linked to performance. Intrinsic components of the 
teaching job, such as promotional opportunities, opportunities for professional growth, 
recognition, responsibility and achievement, are the real factors that lead to motivated 
employees. Furthermore, the teachers should be treated fairly and the HoD should show no 
signs of favouritism, as this could affect teacher motivation.  
2.3.3 Process or Cognitive theories of motivation  
Process theories attempt to identify the relationship among the dynamic variables 
which make up motivation. These theories are concerned with the actual processes of how 
behaviour is initiated, guided, sustained and discontinued (Gibson, Ivancevich & Donnelly, 
1991). Process theories consequently, place emphasis on the ‘how’ the behaviour of 
workers is motivated. Motivational theories within this category are based on the argument 
that an individual engages in a specified behaviour because such behaviour should result in 
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an identifiable outcome (Steyn, 2002). Process theories provide insight into what directs 
behaviour towards a goal and into the decision-making processes which lead to certain 
behaviour – arguing that behaviour is not only as a result of needs (Oosthuizen, 2001). The 
emphasis is therefore on psychological processes or forces that affect motivation, as well 
as on basic needs (Armstrong, 2003). The perceptions that people have of their working 
environments and the ways in which they interpret and understand it are the cornerstone of 
the process theories.  
The major process theories of motivation to be discussed hereunder include 
Skinner’s reinforcement theory; Adam’s equity theory; and Vroom’s expectancy theory 
(Amos et. al., 2004). Skinner’s reinforcement theory assumes that environmental events 
direct an individual either toward or away from a particular behaviour by signalling the 
likelihood that the behaviour will (or will not) result in rewarding (or punishment) 
consequences (Reeve, 2005). A behaviour that has pleasant consequences will probably be 
repeated, while behaviour that has unpleasant consequences will not be repeated. Desired 
behaviour can be encouraged by rewarding the individual whenever his behaviour comes 
closer to the desired behaviour (positively reinforced), and undesirable behaviour can be 
modified by avoiding negative consequences (Drafke & Kossen, 1998). This aspect of 
motivation has implications for the role of the HoD as motivator (see Section 2.5.2).  
Another process theory of relevance to the context of this study is the Expectancy 
Theory associated with Vroom, Lawler, Hackman and Porter. This theory states that 
“people are motivated to do something if they see something in it for themselves” (Kelly, 
1997, p.22). It presents motivation as a relationship among three factors: expectancy, 
instrumentality and valence, where expectancy refers to the belief that increased effort will 
lead to increased perfomance (that if an employee works harder, the results will be better) 
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and instrumentality refers to the belief that if one perfoms well, a valued outcome will be 
received (Kroth, 2007). Valence, the third factor, refers to the personal value that a person 
places on the outcomes (positive or negative) that they believe they will receive for their 
performance. The outcomes may result either from the environment (e.g. supervisors, 
colleagues or the reward system of the organisation), or from performance of a task itself 
(feelings of accomplishments, personal worth or achievement). Kroth (2007) maintains that 
an employee should believe that he is able to perform successfully a required task 
associated with the outcomes and that the outcome have value for motivation to be 
activated.  
Some guidelines can be deducted from the expectancy theory on how a HoD may 
positively influence the motivation of teachers (Stillman, 2009). An HoD should, firstly, 
link the performance expectations to clearly defined outcomes that will be used to judge 
good performance. For example, an increase of 10% average in the EFAL marks in a 
particular school may be judged as ‘good performance’ for schools dealing with learners 
from educationally deprived communities, whereas it would not be considered ‘good 
performance’ in a school situated in another context.  
By increasing the belief that exerting effort will lead to higher levels of performance, 
a HoD can raise expectancy. This will result in ensuring that all staff members have the 
appropriate skills and knowledge to do their work effectively. Lastly, by expecting teachers 
to achieve outcomes that are highly valued, valence is increased. The responsibility of the 
HoD will therefore be to ensure that adequate job training is provided so that teachers are 
able to perform and become more efficient; that barriers to motivation are removed as far 
as possible; and that all necessary tools needed by teachers to execute the job are made 
30 
 
 
available (van der Westhuizen, 1991). Rewards should, lastly, be meaningful to the 
teachers and clearly linked to performance. 
Adam’s equity theory focuses on the concept of fairness and is based on the premise 
that staff members have the tendency to compare the fairness of what the work requires 
them to do (input) with what they receive in exchange for their efforts (outputs) (Steyn, 
2002; Kelly, 1997; Anderson & Kyprianou, 1994). The equity theory suggests that teachers 
compare their own job situation with that of another person and that, if they experience 
inequity, people will take action designed to bring them a state of equity between what 
they put into their work and what they receive in return (Steyn, 2002). Gordon (1999, as 
reported in Steyn, 2002) concludes that perceptions of inequity, rather than facts, influence 
motivation. This means that the level of motivation of teachers is related to their perception 
of equity and fairness practised by management. The greater the fairness perceived, the 
higher the motivation and vice versa.  
The last theory considered for this study is the goal setting theory of Locke that 
introduces the concept of commitment as a motivational factor (Sarmiento, et al., 2007). It 
is postulated that the responses and desires of people guide their goals, direct work 
behaviour and performance, and lead to certain consequences (Mwamwenda, 1998). It is 
postulated that people strive to achieve goals in order to satisfy their emotions and desires. 
The basic premise is that teachers with specific objectives or quantitative goals will 
perform better than those with no set aims or with vague aims (Alderman, 2008). The 
implication to HoD is that the goals set in the department should be specific and realistic 
and that the achievement of a goal should be enhanced by recognition, rewards, and 
participation in goal setting (Steyn, 2009). Continuous feedback should also be given to 
indicate progress towards the goal (Sarmiento, et al., 2007). The goal setting theory 
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identifies two factors which influence motivation to perform (Bandura, 1997), namely: 
goal commitment and self-efficacy. Goal commitment presupposes that an employee is 
committed to a goal and that this commitment will be strengthened if the goal is made 
public; if the employee has an internal locus of control; and that goals are set by the 
employees concerned. Self-efficacy, on the other hand, refers to the confidence or belief 
that the employee is capable of performing the task set. Mitchell & Daniels (2003) have 
shown a strong correlation between self-efficacy and performance. Individuals with high 
self-efficacy set, pursue and put significant effort into difficult goals. Specific goals lead to 
high perfomance and the more difficult the goal, the more important it is  to develop self-
efficacy (Bandura, 1997).  
When goals are set or determined and a commitment to pursue them is made, then 
desire comes into play (Kroth, 2007). Two strategies to maintain desire are (i) motivational 
support, which aims at keeping attention on the tasks when interest flags or when 
dissillusionment sets in; and (ii) emotional support, which deals with feelings that might 
disrupt goal pursuit intentions, such as anxiety. Once goals are set they must be protected 
from disruptions or distractions and energy must be maintained. For the HoD it is, 
therefore crucial to provide emotional support (by encouraging and listening to the staff) 
and motivational support (by helping staff members to set reasonable deadlines, providing 
alternatives in the pursuit of the goal and providing useful feedback) (Bandura, 1997). 
Feedback keeps employees on track and reinforces the importance of the goal, as well as 
supporting the employees in adjusting their task strategies (Seijts & Latham, 2005). 
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2.3.4 The general motivational model for motivation 
Given the context that motivation, in general, and teacher motivation, in particular, 
are not clearly defined constructs, the use of models assist researchers to understand the 
concepts better. As the objective of this study is to investigate the motivation of EFAL 
teachers teaching in educationally deprived communities, and the role to be played by the 
HoD in this regard, the General Motivational Model developed by Drafke and Kossen 
(1998) is described. Drafke and Kossen (1998, p. 275) proposed a model in which “the 
motivation process can be regarded as an incentive which causes action”. On one side of 
the model (Figure 2.1) a need felt by an individual creates tension that motivates an 
individual to strive towards reducing or eliminating this tension. The past and present 
environmental experiences of the individual influence the direction that these efforts will 
take. Similarly, the expectations of the individual influence their efforts (Drafke & Kossen, 
1998). If a person, for example, believes that the desired outcomes are unlikely or 
impossible to be realized, he/she may not even bother to make an effort. The beliefs of an 
individual can be influenced in various ways, which includes the offering of rewards or 
incentives and the joint establishment of goals. The efforts of the person then blend with 
the ability of that person in a certain level of performance. Performance alone does not 
enable individuals to satisfy their needs, especially if they lack the appropriate skills or 
when their prior training is inadequate (Steyn, 2002).  
Rewards or outcomes result from the motivated activity (Drafke & Kossen, 1998). 
Outcomes may come from the external environment in the form of praise, promotions or 
financial awards, or from the internal environment (experiencing feelings of self-esteem or 
achievement resulting from accomplishing a goal).  
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If the outcomes are negative, it tends to result in staff demotivation. 
 
Figure 2.1: The general motivational model (Drafke & Kossen, 1998, p. 275) 
2.4 FACTORS THAT INFLUENCE THE MOTIVATION OF TEACHERS 
Although the theories of motivation are applicable to education in general, teaching 
as a profession has characteristics that require specific attention (Yau, 2010). The factors 
which influence teacher motivation are found to be school-based and context bound, and as 
such, it is necessary to focus on identifying the factors that influence teachers teaching in 
educationally deprived contexts. From the above discussion on the various theories of 
motivation, motivation was categorised as being driven by intrinsic (features of the job 
itself) and extrinsic (features outside the job) motives (Sarmiento, et al., 2007). Dörnyei 
(2001a) identified four motivational factors influencing teacher motivation: intrinsic 
motivation, contextual factors, a temporal dimension and negative influences or 
demotivators. Steyn and Van Wyk (1999) classified the factors that influence teacher 
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motivation as demographic factors, organisational factors and organisational practice 
factors. 
2.4.1 Demographic factors that influence teacher motivation  
The demographic factors of relevance to teacher motivation are those factors that are 
characteristic to individual teachers such as age, gender, and teaching experience. Research 
findings suggest that levels of motivation are influenced by the age, gender and teaching 
experience of the teacher.   
2.4.1.1 Age  
A study done by Schultze and Steyn (2003) found that younger employees, as well as 
employees nearing retirement, have significantly higher levels of motivation than those 
employees who find themselves between these two groups. Possible reasons for the above 
findings concerning the younger employees were proposed by Spector (1997), who argued 
that new teachers are more intrinsically motivated with a drive to obtain permanency in the 
profession and to fulfil their personal aims and ambitions. It is argued that as the age of a 
teacher increases, so does prestige and confidence, which leads to motivation. On the other 
hand, it has also been found that motivation levels of pre-retirement age teachers could 
dwindle as they have to deal with declining health conditions, which obstruct self- 
actualization and psychological growth (Schulze & Steyn, 2003). Older workers are also 
found to be resistant to transformation in the workplace, with limited expectations and 
aspirations compared to younger employees, leading to resultant lower levels of motivation 
(Crossman & Harris, 2006). The research findings led to a description of teachers in terms 
of age cohorts by Schultze and Steyn (2003) and Spector (1997). The cohorts were as 
follows:  
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Group 1: Teachers between the ages of 20 and 27 years are committed to building a stable 
future for themselves and their families.  
Group 2: Teachers between the ages of 28 and 33 years are concerned about career issues.  
Group 3: Teachers between the ages of 34 and 39 years may question their                
accomplishments or lack thereof.  
Group 4: Teachers between the ages of 40 and 47 are generally experiencing feelings of   
unfulfilled ambitions and ambivalence.  
Group 5: From age 47 to retirement, teachers are reported generally to resist change, and 
are fixed in values and purpose. 
2.4.1.2 Gender 
Few studies focussed on the influence of gender on the motivation of employees. 
Female employees have been reported to be more concerned with the social aspects of 
teaching than with the career aspects of it (Gruneberg, 1979). Tolbert and Moen (1998) 
state that women attach greater value to work that provide them with a sense of 
accomplishment. In terms of relationships with colleagues, Schultze and Steyn (2003) 
report that South African female teachers desire amicable relationships with learners and 
colleagues. They further report that females perceive non-participation in decision-making, 
biased evaluation for merit or promotion, and an inequitable workload as demotivators 
(Schultze & Steyn, 2007).   
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2.4.1.3 Teaching experience 
Limited research exists to report on the influence of teaching (or work) experience on 
the motivation of teachers. It is reported that more experienced teachers feel stronger 
regarding interpersonal relations than less experienced teachers and, as such, are more 
motivated (Ward, 1997). A curvilinear relationship has been found to exist between 
teaching experience and motivation in South African teachers (Schultze & Steyn, 2003; 
Spector, 1997). 
2.4.2 Intrinsic component of teacher motivation 
The intrinsic component of teacher motivation focuses on factors that are intrinsic to 
the work itself. Dörnyei (2001a) sees the intrinsic motives for teachers as the internal 
drives or desire to educate people, imparting knowledge and values in order to advance a 
community or nation. Despite the complexities involved in the research regarding teacher 
motivation, research has determined that teachers firstly derive their motivation and 
satisfaction from working with learners and perceiving the changes in the performance and 
behaviour of learners; and secondly, from having studied an interesting field (learning 
area) and imparting knowledge to the students and watching those learners succeed 
(Bennell & Akyempong, 2007; Dornyei, 2001a). Teachers need to spend a sufficient 
proportion of their time working with children in order to be highly motivated (Spears, 
Gould & Lee, 2000).  
Further intrinsic motivators for teachers were identified as being recognition and 
praise for their achievement; autonomy, or the freedom to develop and implement their 
own methods in the classroom without fearing school authorities; and feeling that their 
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work has a positive effect on the lives of others (task significance) (Yau, 2010; Sarmiento, 
et al.,  2007; Steyn, 1996).  
2.4.3 Contextual component of teacher motivation  
Work context factors have to do with the environment under which a teacher works 
(Fraser, 1992). The extrinsic contextual component (or societal contextual influence) of 
teacher motivation can be classified as either being a macro-influence, which is prevalent 
at societal level and comes from politicians, parents and media, or a micro-influence, 
which comes from the particular school in which the teacher works (Dörnyei, 2001b).   
2.4.3.1 Macro-contextual factors influencing teacher motivation  
Literature reports a variety of macro-contextual factors that influence the motivation 
of teachers. Some of the macro-contextual factors identified in literature as affecting 
teacher motivation either positively or negatively includes:   
Policy and management: Teachers are expected to implement policies that are 
formulated by the relevant policy unit of the Department of Education. In South Africa, 
teachers have expressed the view that teachers are not included in the decision-making and 
responsibility-taking processes associated with formulating policies (Swanepoel, 2009), 
leading to a wide gap between policy formulation and implementation. Some of the 
policies that may have an influence on teacher motivation in South Africa include 
remuneration and job security (van der Merwe, 2009; Steyn, 1996), as well as the absence 
of promotional prospects or meaningful career paths (Connie, 2000). 
Control over the curriculum (Yau, 2010): The lack of control over the curriculum 
has been identified as another demotivating factor for teachers (Crooks, 1997). Teachers 
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who are frequently confronted with major changes in the curriculum may experience 
insecurity and, as such, will not be as motivated as teachers in secure working 
environments (Steyn, 2002). 
Professional autonomy: Based on their professional training, teachers consider 
their professional autonomy to experiment and develop their classroom practices as part of 
their professionalism. Autonomy to exercise their powers of discretion, to be innovative in 
the use of a variety of instructional strategies and to have the freedom to make decisions 
and work independently towards meeting the needs of their learners, constitutes 
professional autonomy. Teachers who have a sense of being able to affect learners are 
found to be more motivated to do their work. Increased interference and directives from 
educational administration threaten to de-professionalise teaching (Day, Elliot & Kington, 
2005; Evans, 2000). Frustration and a decline in motivation have been reported where 
teachers experience a lack or restriction of autonomy concerning their work (Yau, 2010; 
Suslu, 2006). 
In the context of the current study and its focus on the role that the HoD can play in 
the motivation of teachers, the macro-contextual factors fall outside the ambit of the HoD 
and are therefore not relevant to the study.   
2.4.3.2 Micro-contextual factors influencing teacher motivation 
The micro-contextual factors deal with the organisational climate of a particular 
school where the teacher performs his or her duties. School climate refers to the shared 
perceptions of the policies, practices and procedures of the school, which include the 
attitudes, beliefs, values and norms that underlie the instructional practices and operation 
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of the school (Milner & Khoza, 2008). Some of the micro-contextual factors identified in 
literature as influencing teacher motivation are: 
Interpersonal relationships: Dornyei (2001b) reports that schools are characterised 
by an interplay of complex human relationships (e.g. with colleagues, superiors, learners, 
parents or guardians, and the broader community) that are often marred by disagreement, 
non-cooperation and conflict. The working atmosphere and collegial relations with 
colleagues has been reported as one of the major aspects affecting teacher motivation (Yau, 
2010). Poor relationships with colleagues has been cited as having a negative influence on 
motivation (Suslu, 2006), whereas collegial opportunities could have a motivational effect 
on teachers (Singh & Manser, 2002). When the needs of teachers for affiliation through 
collegial relationships with their colleagues and superiors are not met, they feel 
dissatisfied.  
Relationships with learners: The responsiveness, behaviour, attitude to their 
studies, achievement and relationships of learners with the teachers affect the motivation of 
teachers either positively or negatively (Wright & Custer, 1998). In the South African 
context, disciplinary problems were identified by teachers as one of the most powerful 
causes of demotivation at classroom level (Leibowitz 2003; Lethoko, Heystek, & Maree, 
2001).  This unruly learner behaviour reflects unmotivated and ill-disciplined learners who 
lack enthusiasm, are often absent from class, are evasive and appear to be unconcerned 
about the perceptions that teachers have of them (Davids & Makwabe, 2007). The ill-
disciplined and unruly behaviour of learners is exacerbated by the lack of parental 
commitment and involvement in the disciplining of the learners (Schultze & Steyn, 2007). 
This puts more pressure on the already overloaded teachers who have to do their job and, 
in many cases, take over the responsibilities of the parents (Steyn, 1996). The frequent 
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breakdown in the culture of learning and teaching in schools situated in educationally 
deprived communities, the poor academic performance, non-attendance, and negative 
attitudes towards education in general adversely affect the motivation of teachers (Masitsa, 
2005).   
Physical working conditions: It was found that the socio-economic status of the 
school influences the motivation of African teachers (Bennell & Akyempong, 2007). 
Working conditions, for many teachers who teach in deprived communities, are poor; tend 
to lower self-esteem and are generally de-motivating (George, Louw & Badenhorst, 2008). 
Schools in educationally deprived communities often lack appropriate basic teaching and 
learning resources; have large class sizes (class sizes of 45 or more learners), have poor 
infrastructure and experience a lack of parental support (Serrao, 2010). A lack of teaching 
and learning resources makes teachers feel unsure, and frustrated (George, Louw & 
Badenhorst, 2008). If educators feel that they are not professionally equipped or resourced 
to cope with the demands being made on them, they may be less motivated. Even teachers 
with high efficacy struggle or fail to achieve their goals in a school community that is 
under-resourced with the basic necessities for doing the job (Hofmeyr, 1992). 
Teacher motivation is also lessened in communities where the teachers are 
vulnerable to crime, drug dealing, rape, and other forms of physical violence (Bennell & 
Akyempong, 2007). Included within the working conditions as other factors affecting 
teacher motivation is the challenge of workload, classroom conditions and management 
support (Masitsa, 2005). In a study amongst teachers in Khayelitsha (Cape Town) high 
schools, the physical working environment was identified as the most important factor in 
improving teacher motivation (Pager, 1996). In another study done in Indian schools, 
(Bedassi, 1990) it is reported that teachers are likely to be more committed and accomplish 
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more if the working conditions such as classroom space, equipment, supplies, and basic 
physical necessities are adequate. It can, therefore, safely be argued that physical 
discomforts owing to large, ill-disciplined classes; inadequate furniture and space; and a 
lack of resources affect the motivation of teachers (Hofmeyr, 1992).  
Management and leadership (supervision): Support, care, fairness and consistency 
in policy and rule enforcement prevent dissatisfaction while creating a positive climate that 
enhances motivation. Where teacher management is seriously chaotic and weak (as in 
many educationally deprived communities), where school management lacks formal 
administrative control measures, has no effective performance appraisal and inspection 
tools or lacks fairness in grievance resolutions, this will result in teachers who are likely to 
lose their sense of professional responsibility and commitment (Mohlala, 2005; Bennell & 
Akyempong, 2007). Also, where teacher management is authoritarian, and is based on 
hierarchical structures resulting in limited participation, delegation or communication by 
teachers, with respect to major school management functions, this will result in feelings 
within said teachers that they are being coerced. As a result, teachers will resist such acts 
and their demotivation increases (Hofmeyr, 1992). 
Community of practice: Teaching can be a very lonely profession, as much of the 
work of a teacher is carried out in self-contained classrooms. There is a conceptualisation 
of teaching as a communal endeavour where teachers are moving away from isolationist 
individualism towards new forms of relationships with colleagues, learners and parents, 
and where the success of the school as an organisation depends on collegial support and 
teamwork (Schultze & Steyn, 2003). Teachers are motivated when they are able to share a 
common body of knowledge (Sergiovanni, 2004). Collegiality meets the needs of teachers 
for affiliation and enables them to share expertise, which creates shared understanding that 
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can impact on learning (Hausman, & Goldring, 2001). When the needs of teachers for 
affiliation are not met through collaborating with colleagues in an intellectually and 
emotionally stimulating manner, they can become demotivated.  
Recognition and feedback: Teachers long for recognition, praise and feedback 
about their achievements as it makes them feel appreciated and leads to a sense of self-
worth (Schultze & Steyn, 2003; Steyn, 2002). Recognition, in the form of constructive 
feedback from colleagues and the HoD, has a positive impact on motivation, self-esteem, 
confidence and results in a sense of security (Blasé & Blasé, 2004). The rewarding of good 
practice through praise and recognition has been recognised as a basic human need, as 
explained by Herzberg’s two-factor theory and Vroom’s expectancy theory, which posits 
that the value of the efforts of teachers is measured in terms of the rewards they receive 
(Steyn, 2002). 
2.4.4 Temporal components of teacher motivation   
Temporal, as a concept, refers to the possibility of a lifelong career in teaching. 
Dörnyei (2001a) identified four activities that increase the expectations of a lifelong career 
in teaching, namely: challenging and varied work in the form of either an increase in the 
variety of teaching content or new roles; increased responsibility, making a contribution to 
curriculum development; attending in-service training programmes; and the development 
of learning material.   
In summary, it can be said that the intrinsic factors could be considered to be the 
most motivating factors in a general teaching context, whereas the extrinsic factors were 
found to be the most likely demotivators (Dörnyei, 2001b). When teachers are satisfied 
with intrinsic factors and have something to look forward to, they tend to ignore the 
43 
 
 
negative extrinsic factors (Yau, 2010). Motivators produce real motivation, but when they 
are inadequate, there is no motivation (Drafke & Kossen, 1998).  
2.4.5 Typology of factors influencing teacher motivation  
Using the Dörnyei (2001a) classification, as well as other factors that influence the 
motivation of teachers, a typology can be developed for the motivation of EFAL teachers 
(Table 2.2). The typology consists of four factors that influence teacher motivation.  
Table 2.2: A typology of factors influencing teacher motivation (Adapted from Iwu, 
Gwija, Benedict & Tengeh, 2013, p. 848.)  
Intrinsic  
Factors that are intrinsic to the work itself and that act as internal drives or desires to 
educate learners (job content factors).  
 Desire to educate /Passion for teaching 
 Passion for subject  
 Feeling of achievement  
 Task significance 
 Meaningfulness of work  
 Recognition and praise   
External / macro contextual 
Societal contextual influences prevalent at societal level and coming from politicians, 
parents and media. These factors tend to be hygiene factors.  
 Remuneration and job security  
 Promotional prospects 
 Control over the curriculum  
 Autonomy 
 Parental involvement  
 Policies and administrative practices  
Micro / school contextual factors 
Factors that deal with the organisational climate of a particular school. 
 Relationship with colleagues  
 Relationship with learners  
 Availability of teaching and learning resources  
 Working conditions / Fair division of work  
 Management and leadership/supervision 
Temporal factors 
Factors referring to the possibility of a lifelong career in teaching.  
 Variety in teaching or roles  
 Increased responsibility  
 Contribution to curriculum development  
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 Professional development/Attending in-service programmes/opportunities to 
acquire a new skill or knowledge  
 Learning material development  
 Opportunity for growth and advancement  
In the next section, the role of the HoD in the context of motivator will be discussed.   
2.5 THE ROLE OF THE HoD WITHIN THE CONTEXT OF TEACHER 
MOTIVATION 
In general, leaders are expected to focus on mobilising people in order to steer the 
organisation in a certain direction (Smit, Cronje, Brevis & Vibra, 2007). The role of a 
strategic leader is to go beyond crafting a vision, to energising people to ensure that such a 
vision is realised (Brewster & Fager, 2000), by positively influencing colleagues and 
practices towards the vision. In a school context, the HoD fulfils the role of strategic leader 
for the teachers in that particular department. The HoD consequently plays a critical role in 
the development of a motivated department. The role of the HoD, as well as the strategies 
that the HoD may use to motivate teachers, is discussed in the sections to follow.   
2.5.1 Instructional leadership role of the HoD 
In the context of the South African school system, the HoD is expected to provide 
instructional support and leadership to the teachers in a particular department. Pro-eminent 
in the role of HoDs as instructional leaders, is the ability to motivate and inspire teachers 
with the ultimate goal of imparting good instructional practices (Quinn, 2002). The concept 
of instructional leadership is aimed at ensuring the enhancement of the central activities of 
a school, namely teaching and learning (Bush, 2007) and includes goal setting, school-
community relations, supervision and evaluation, school climate, instructional coordination 
and teacher professional development (Quinn, 2002, p. 447). Teacher instructional support, 
on the other hand, is meant to motivate teachers, monitor instruction and promote the 
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developmental growth and learning of teachers through collaborative approaches (Weston 
& Bain, 2008).  
Literature around leadership theories highlights two aspects of importance to 
understanding instructional leadership from the perspective of a HoD. Trait leadership 
theories (Jain & Mukherji, 2008; Leithwood, 2005) highlight leadership qualities that 
support instruction, namely professional knowledge (in-depth knowledge and sound 
understanding of curriculum, assessment and instructional methods) (Scott & Webber, 
2008; Dinham & Scott, 2000) and leadership skills. Behavioural leadership theories, on the 
other hand, argue that the actions of academic leaders in order to achieve leadership 
effectiveness should receive attention, in addition to leadership qualities or traits (Tabbodi 
& Prahallada, 2009; Allio, 2006). Relationships between individuals in a school have been 
described as unique owing to the fact that individuals work in close proximity and share 
the same goals (Sias, 2005). Maintaining sound interpersonal relations with the aim of 
improving teaching and learning are therefore important for a HoD in the successful 
offering of instructional support (Naidu, Joubert, Mestry, Mosoge, & Ngcobo, 2008). The 
establishment and maintenance of trust is a further requirement for an instructional leader 
to enable teachers to follow and support the efforts of the HoD (Edgerson & Kritsonis, 
2006). 
2.5.2 Strategies for the HoD as teacher motivator 
Instructional support can be categorised under the following captions: creating a 
productive work environment; establishing and maintaining positive relationships with 
teachers; establishing a reward system; supporting teacher professional development; 
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monitoring the work of teachers; and provision of instructional resources (Frazier, Sterling, 
Logerwell, & Kitsantas, 2008).  
2.5.2.1 Creating a productive work environment  
Leadership is less a set of behaviours than it is the creation of an environment in 
which people are motivated to produce and move in the direction of the vision of the 
school leader (Clark, 2007; Horner, 1997). Such an environment develops and enhances 
the professional growth and performance of the teachers and is characterised by teachers 
feeling valued (Zdunczyk & Blenkinsopp, 2007).  
2.5.2.2 Establishing and maintaining positive relationships with teachers  
A school is an organisation of people and, as such, positive relationships are of the 
utmost importance for a motivational environment. The life and soul of a school does not 
lie in its buildings, in the curriculum or in machines, but depends on the significant 
relationships among people that fill a school with life (McEwan, 2003). The virtues of 
care, serving, respecting, and empowering teachers, without asking something in return, 
are found to be more powerful motivators than transacting need-fulfilment for compliance 
(Sergiovanni, 2004).  
2.5.2.3 Establishing a reward system  
Rewards fall into three groups: material (compensation packages), social   
(recognition by peers; participation in decision-making), and activity rewards (new 
challenges and opportunities) (Greenberg & Liebman, 1990). Across organisations like 
schools, teachers want to participate in shared decision-making and prefer to be intensely 
involved in any form of support. According to Robbins et al., (1998), teachers who play an 
integral part in the negotiation and development of desired outcomes, are more likely to 
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perceive the outcome as being achievable and to be committed to achieving them. A shared 
sense of purpose, accommodation and celebration of diverse ideas and meaningful 
participation in decisions, will enhance the course of the instructional support to teachers 
by the HoDs. 
2.5.2.4 Supporting teacher professional development  
Professional development of teachers is an on-going process of developing the 
knowledge, skills and dispositions needed to provide the necessary and essential 
professional service in order to assist all teachers to achieve their educational potential 
(Raihani, 2008). Professional development for teachers has a two-fold benefit (Masitsa, 
2005). On the one hand, teachers need professional growth to meet their own needs for 
growth and development, while the school benefits from teacher professional development 
through having competent teachers that are equipped to achieve the objectives of the 
school. HoDs can use mentoring and coaching to guide the continuous professional 
development of teachers by making suggestions, giving feedback, modelling the  goals and 
vision of the school, soliciting advice and opinions and by giving praise instead of 
criticism (Blasé & Blasé, 2004).  
2.5.2.5 Monitoring the work of teachers  
Monitoring and providing feedback to teachers on their performance are regarded as 
crucial practices of HoDs (Alig-Mielcarek, 2003). Monitoring, in this sense, involves the 
HoDs observing and looking at the weekly focus of teachers, visiting classrooms, 
examining samples of work and observing the implementation of departmental policies 
(Southworth, 2002). Alig-Mielcarek (2003) argues that monitoring also entails such 
activities as being visible throughout the school; talking with teachers; providing 
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encouragement and feedback to teachers on academic performance; and ensuring that the 
instructional time of the school is not interrupted. Blasé and Blasé (1999) state that the 
feedback should be focused on observed classroom behaviour, expressing care and interest; 
providing praise; establishing problem-solving orientation and response to concerns about 
teachers. The effect of this type of feedback is an increase in teacher reflection, innovation, 
instructional variety, risk taking, better planning for instruction, improved teacher 
motivation, efficacy, a sense of security and self-esteem (Blasé & Blasé, 1999).  
2.5.2.6  Provision of instructional resources  
Resources are the means of supply and support that assist school managers, such as 
HoDs, in the achievement of goals. They include money, time, material resources and 
human skills (Naidu et al., 2008). One form of support to teachers by HoDs is by their 
provision of teaching materials to enable teachers to teach effectively. HoDs act as 
intermediaries between the teachers in their department and their own superiors (e.g. the 
school principal or the DoE).  
2.6 CHAPTER SUMMARY 
Motivation is the interface between the abilities and potential of individuals and their 
performance in the realization of organizational goals. At school motivation affects the 
performance of teachers and is therefore of great importance to the realization of 
educational goals, to the promotion of a culture of teaching and learning, and ultimately, to 
service delivery. This chapter provided a review of the most relevant generic theories on 
motivation; and the concepts motivation and demotivation were explained, in the context 
of teacher motivation. It was evident that teacher motivation should be understood as a 
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process rather than as a product. A general model of motivation was presented to illustrate 
the motivation/demotivation process.  
This chapter further highlighted the most relevant factors pertaining to teacher 
motivation in schools. To summarise, the intrinsic factors are considered to be the most 
motivating factors, whereas the extrinsic factors were found to be the most likely de-
motivators (Dornyei, 2001b). Yau (2010) argues that when people are satisfied with 
intrinsic factors and have something to look forward to; they tend to ignore the negative 
extrinsic factors. The discussion of both the intrinsic and extrinsic (contextual) factors, as 
well as temporal influences, has led to the development of a typology of possible factors 
which are likely to affect teacher motivation. The chapter concluded with a discussion on 
the instructional role of the HoD within the context of teacher motivation.  
The following chapter will provide a detailed account of research methodology and 
design to be followed in this study. 
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CHAPTER THREE 
RESEARCH METHODOLOGY AND DESIGN 
 
3.1 INTRODUCTION  
The previous chapter reviewed literature relevant to motivation in general and 
teacher motivation in particular. This chapter will provide a justification for the research 
paradigm in which the research is located, the design of the mix-methods study and the 
influence it made on the decisions around the data collection and analysis strategies. The 
purpose of this study is to determine the role of the Head of Department in maintaining the 
motivation of English first additional language teachers in deprived communities. This study not 
only aimed at presenting the findings but to also develop recommendations on the role the HoD 
can play in supporting the motivation of teachers. A detailed account of the research 
process will be given in the sections to follow.  
3.2 PHILOSOPHICAL BASIS OF RESEARCH 
Since research questions in education emerge from different conceptions and 
interpretations of social reality, different paradigms have evolved to determine the criteria 
according to which a researcher would select and define problems for inquiry (Dash, 
1993). A paradigmatic perspective consequently explains how the researcher views the 
world. When a researcher chooses a perspective to locate the study in, certain assumptions 
and systems of meaning are chosen in favour of others (Creswell & Clark, 2011). The 
philosophical basis of this research will revolve around fundamental aspects that questions 
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the nature of knowledge (ontology), how the researcher understands (epistemology), what 
values are found in knowledge (axiology) and the methodologies for studying knowledge 
(Maree, 2007). The philosophical assumptions that relate to the research questions of this 
study will be discussed in detail in the sections to follow.  
3.2.1 Pragmatic paradigm 
There are three main paradigms which are commonly used in researching human 
behaviour (Dash, 1993; Lichtman, 2010): the positivistic, interpretive and constructivist 
paradigms. Another school of thought, namely pragmatism, can be identified. Pragmatism 
acknowledges the main paradigms, but take the stance that the truth is “what works” best 
for understanding a particular research problem (Creswell, 2003). This study seeks to 
understand the social phenomenon under review in a practical and sensible way rather than 
by having fixed ideas and theories or assumptions. That will be achieved by drawing from 
the strength of each paradigm and the methodologies aligned to it under the consideration 
that the research questions are more important than the method/ philosophical assumption 
used to answer them. The defining point of pragmatism is that quantitative and qualitative 
methods are compatible in that both approaches have enough similarities in fundamental 
values to allow their combination within a single study. 
Positivistic thinkers adopt scientific methods as a means of knowledge generation 
(Dash, 1993), and as such the positivistic paradigm will contribute precision to this study, 
as it will help the researcher to understand exactly the factors responsible for EFAL teacher 
motivation in a deprived community. Precision will also contribute to the generalizability 
of the results (Springer, 2010).  
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The interpretive paradigm contribution to this study is the assumption that reality is 
multi layered and complex and that a single phenomenon is having multi interpretations 
(Cohen, Lawrence, & Morrison, 2000). So this study seeks to understand the participant’s 
subjective experiences and interpretations of the phenomenon under investigation with-in 
similar contextual circumstances. Such subjective experiences and contextual influences 
cannot be addressed if the research has strictly adhered to the positivistic paradigm (Dash, 
1993). 
Lastly, the constructivist paradigm intertwine with the interpretive paradigm in that 
the participants may construct their own reality based on their subjective ontological 
position and the values they accrue considering the deprived community they work in 
(Cohen, Lawrence, & Morrison, 2000).  
3.2.2 Epistemological Assumptions 
As alluded in the previous section, this study follows a pragmatic view in solving the 
research questions. Both the positivist and interpretive stances are equally valuable when 
considering what counts as knowledge and in knowledge construction. The positivist 
paradigm regards human behaviour controlled and determined by the external environment 
and consider the use of quantitative methods in gathering data (Maree, 2007).  
Reality is considered to be multi layered and complex and a single phenomenon 
(such as the factors that motivate teachers) has multi interpretations (Cohen et al., 2000). 
This study seeks to understand the participants’ subjective experiences and interpretations 
of the phenomenon under investigation (motivating and demotivating factors). Such 
subjective experiences and contextual influences (selecting teachers who teach in schools 
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situated in educationally deprived communities) cannot be addressed if the research has 
strictly adhered to the positivistic paradigm (Dash, 1993).  
The interpretive paradigm allows the researcher to apply interpretive principles and 
assumptions to add depth and detail to the positivistic findings carried earlier. The 
phenomenological theoretical view point underlying the interpretive paradigm argues that 
individual behaviour is determined by the experience gained out of one’s direct interaction 
with the phenomena, ruling out any kind of objective external reality (Dash, 1993). This 
means that while interacting with various phenomena, human beings interpret them and 
attach meanings to different actions (or ideas) and thereby construct new experiences. The 
researcher therefore has to develop an empathic understanding of the individual’s 
interpretation process so that she/he can reproduce in her/his mind feelings, motives and 
thoughts that are behind the action of others (Cohen et al., 2000). 
3.2.3 Ontological Assumptions 
This study is guided by the ontological assumptions that social reality is understood 
through the words and names created by the mind and within levels of individual 
consciousness (Cohen et al., 2000) and as such is pluralist in nature (Saunder, Lewis & 
Thornhill, 2000). A pluralist ontology acknowledges that more than one kind of reality 
exists based on the socially negotiated meanings people give to reality.  
3.3 JUSTIFICATION FOR MIX-METHODS RESEARCH  
In order to address the research questions formulated in Chapter one, a mix-methods 
mode of inquiry was followed whereby the quantitative and qualitative data will be 
combined to capture the benefits of both approaches. Creswell (2005) defines a mix- 
methods research as a procedure for collecting, analysing and mixing both the quantitative 
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and qualitative data at some stage of the research process within a single study [with the 
aim] to understand the research problem more completely. A mix-methods strategy 
consequently adds both depth and detail to the research findings (Neuman, 2003) as both 
quantitative and qualitative data would be used to draw findings integrated and inferences 
in a single study (Punch, 2009). For example, in this study the open-ended questions and 
the Likert response statements will both be used to develop a broader picture of the 
motivating and demotivating factors of EFAL teachers’ motivation.   
Past studies on teacher motivation relied mostly on quantitative approach (Menyhart, 
2008), hence they lack the robust and in-depth data offered by the qualitative approach. It 
seems that the use of one research approach alone might not be sufficient to explain the 
complexity of the phenomenon being studied (motivating and demotivating factors) 
(Maree, 2007). Shenton (2004) elaborates that using the mix-methods approach improves 
the validity of the research findings, and increases the capacity to cross-check one data set 
against another. For example, for quantitative research close ended questions in the 
questionnaire will provide a broad numerical picture of motivating and de-motivating 
factors, while the qualitative data which include open ended questions will be used to 
capture individual profiles and to supplement and expand the quantitative data. 
By combining the quantitative and qualitative approaches within one mix-methods 
study the researcher can get answers to both the “what” and the “why” questions and the 
study can yield a more complete understanding of the research problem by comparing the 
results from both approaches. The main justification for the decision to mix qualitative and 
quantitative data was to “explain or elaborate on quantitative results with subsequent 
qualitative data” (Maree, 2007, p. 15).     
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3.3.1 The research design 
The design of a study acts as a blue print or framework that guides the collection of 
data, analysis and reporting of the findings (Haritharan, 2009). There is a variety of mix-
methods designs a researcher can employ in answering the research questions set for the 
study (Cohen et al., 2000). Mix-methods designs are represented as a function of time, 
emphasis of approaches and the level of mixing of the data (Teddlie & Tashakkori, 2006).  
The time orientation of a mix-methods research design refers to whether the 
quantitative and qualitative data would be collected concurrently or sequentially. The 
second decision around the research design focuses on whether the two types of data would 
receive approximately equal status with respect to addressing the research questions, or 
whether one component has significantly higher priority than does the other (i.e. dominant 
status). The final decision is around whether the data would be partially or fully mixed.  
The research design chosen to answer the research question formulated for this study 
entailed the concurrent collection of both qualitative and quantitative data by collecting 
both numerical and textual data in one questionnaire. Maree (2007) defines the concurrent 
collection of both qualitative and quantitative data as the triangulation mix-methods design 
whereby the researcher uses both qualitative and quantitative methods in order to 
understand the phenomenon of interest. The advantage of the triangulation design is that it 
is less time consuming to complete and uses the strengths of both qualitative and 
quantitative data to study a research problem. The findings of both sets of data were 
integrated during the interpretation stage of the study with slightly more emphasis being 
placed on the qualitative data (Doyle, Brady & Byrne, 2009). The rationale for the 
domination of the qualitative data is that the qualitative results refine, explain and extend 
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the general picture (McMillan & Schumacher, 2010) of teacher motivation that would lead 
into the formulation of recommendations for the HoD to support teacher motivation 
(Figure 3.1). 
 
Figure 3.1: Research design for this study 
The purpose of this triangulation mixed methods design study is to determine the role 
of the Head of Department in maintaining the motivation of English first additional language 
teachers in deprived communities. This study not only aimed at presenting the findings but to also 
develop recommendations on the role the HoD can play in supporting the motivation of 
teachers by obtaining both quantitative and qualitative data from a survey of English FAL 
teachers. 
3.4 DATA COLLECTION 
As alluded before, a case study design is chosen because of its strength to use 
multiple sources and techniques in the data gathering process. The research instrument to 
be used for this study is a self-administered questionnaire to collect both quantitative and 
qualitative data.  
QUANTITATIVE  DATA:     
DESCRIPTIVE STATISTICAL 
ANALYSIS
QUALITATIVE DATA:  CONTENT 
ANALYSIS
RECOMMENDATIONS 
TO HoD
57 
 
 
3.4.1 Data collection instrument 
To gather both qualitative and quantitative data a self-administered questionnaire 
was developed. Using the advice given by Dörnyei (2001b) to borrow questions from an 
established questionnaire with quality questions, the questionnaire was developed in line 
with instruments used in similar research studies such as adopted by Bennell and 
Akyempong (2007), Kassabgy et al., (2001) in their studies on English FAL teacher 
motivation. The limitations of the Kassabgy et al’s (2001) study is that it treated results 
from different locations as one group, used a smaller sample and was concerned with 
differences amongst teachers in different locations (Kassabgy et al’s, 2001). As already 
mentioned before, this study is only focused on teachers responsible for EFAL in deprived 
communities. Permission for other researchers to use the scales they created as instruments 
for additional studies was granted. The same instruments have been adapted and used to 
study English Second Language teacher motivation in New Zealand (Yau, 2010). 
The questionnaire assisted in the collection and analysis of both quantitative and 
qualitative data. The questionnaire comprised four sections (A, B, C, D). Section A 
determined the biographical data of the respondents (including gender, age, years of 
teaching experience, phase taught in school and the class size). Section B consisted of five 
open ended questions that requested the respondents to respond in as much detail as they 
wish to the questions asked. The questions were designed to elicit honest and detailed data 
on the participant’s lived experiences in relation to the phenomenon being studied. As 
Williams (1997) had advised, the open ended questions were designed in such a way that 
respondents will have no problem in interpreting what is being asked. Furthermore, these 
types of questions offered the respondents the opportunity to elaborate on their answers 
where the need arises rather than being restricted to choosing from a list of pre-coded 
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categories, hence allowing the participants to answer in their own words and to express any 
ideas they think might be relevant (Struwig & Stead, 2001). 
Section C contained twelve closed-ended questions requiring the respondents to 
select the appropriate response on a Likert scale of 1 to 5. Close-ended questions are 
recommended in that they elicit a standardized set of responses from all the respondents 
and this allows for comparative data analysis (Terre Blanche, Durrheim, & Painter, 2006). 
The Likert scale was chosen because of its convenience when measuring a construct 
(Springer, 2010), and the respondents were requested to indicate their responses by 
choosing from a ‘strongly disagree’ to ‘strongly agree’ response. 
 Section D requested the respondents to choose four statements (from a list of 1 to 12 
statements) that would motivate them the most in their role as EFAL teachers. The teachers 
were further asked to rank their chosen statements from 1 to 4 in the order that these 
statements motivate them the most.  
3.4.2 Piloting the questionnaire 
The questionnaire was piloted with 10 teachers responsible for English FAL in an 
educationally deprived community. The purpose of the pilot study was to determine how 
the design of the study could be improved and to identify flaws in the measuring 
instrument. Furthermore, the pilot study was conducted to establish if there were any 
ambiguous words, statements or phrases that can be clarified (Neuman, 2003). The pilot 
questionnaire was distributed with the assistance of the English subject adviser. The 
researcher accompanied the subject adviser while visiting schools and requested the 
teachers to complete the questionnaires after having deliberated on their purpose. The 
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questionnaire was pilot tested with a sample similar to the study sample to establish facts 
such as:  
• Were the questions easy to follow?  
• Were the questions relevant to what the research aims to accomplish?  
• Was there a good flow of questions in the various sections of the questionnaire?  
• To determine how long it would take to complete the questionnaire? 
The only changes made from the piloted questionnaire involved contextualizing the phrase 
“educational organization” to “school” and “supervisor” to “HoD”. No other changes were 
made.  
3.4.3 Sampling strategy  
The population of this study or the entire set of people, events or objects about which 
the researcher wants to determine characteristics (Hofstee, 2006), is high school teachers 
responsible for teaching EFAL in educationally deprived communities where English is the 
medium of instruction and isiXhosa the learner’s home language. However, due to time 
constraints and costs involved it is impossible to include the entire population in a study 
(Maree, 2007), and this study hence made use of sampling. 
Sampling refers to the selection of a sub-set of the population and must have 
properties that best represent the population (Leedy, 1993). There is a variety of sampling 
strategies (Maree, 2007; Hofstee, 2006) that could be employed for a mix-methods study. 
This study employed purposive sampling strategy whereby the participants were selected 
according to pre-determined criteria relevant to the research question formulated for the 
study. The sample consisted of high school teachers from schools situated in educationally 
deprived communities in the Port Elizabeth Education District of the Nelson Mandela 
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Metropolitan Municipality who are responsible for teaching EFAL where isiXhosa is the 
home language of the learners and the medium of instruction or language of teaching and 
learning is English. 
3.4.4 Data generation  
The questionnaire for this research was distributed amongst English FAL teachers 
during cluster meetings for EFAL teachers organised by the Port Elizabeth Education 
District Subject Adviser for EFAL. The schools represented in the cluster meetings were 
from the townships of Motherwell, New Brighton, Kwa- Zakhele and Zwide. Schools were 
required to send two EFAL teachers as representatives to the cluster meetings. This 
resulted in both the GET Phase (Grade 8 & 9) and the FET phase (Grades 10 – 12) being 
represented at the meetings. The researcher introduced the study to the teachers and asked 
for those who wish to participate in the study to complete the questionnaire. The researcher 
collected the completed questionnaires at the end of the day. In total 100 research 
questionnaires were distributed during these meetings, of which 91 questionnaires were 
returned. Only 78 completed questionnaires could be used for analytical purposes.   
3.5 DATA ANALYSIS 
After collecting the data from the participants, descriptive statistics were used to 
analyse the quantitative data generated, while content analysis was used to analyse the 
qualitative data (Gay & Airasian, 2000). The task of data analysis can be described as a 
process of bringing order, structure and interpretation to a massive amount of data in 
search of general statements about relationships and underlying themes that build a 
grounded theory (Maree, 2007). The researcher was involved in breaking the data up into 
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manageable themes, patterns, trends and relationships (Mouton, 2001), with the aim to 
recognise any obvious repetitions and errors. 
3.5.1 Analysis of quantitative data  
Section A of the questionnaire generated biographical data, while Section C 
generated data on the motivating and hygiene factors. The biographical data was analysed 
using descriptive statics with the aim to describe the personal characteristics and the 
teaching context of the sample of EFAL teachers. The data was analysed using SPSS 
software. Measures of central tendency and variability were used in the description of the 
biographical data. The description of the biographical data is followed by reports on the 
overall agreement (or disagreement) of the participants with the relevance of the 
motivating and hygiene factors presented in Section C of the questionnaire (Appendix C).   
Bivariate descriptive analysis was used to describe the relationship between the 
personal characteristics (gender, age and teaching experience) and job characteristics (class 
size and phase) as one set of variables and the responses of the teachers regarding the 
motivating and hygiene factors. Pearson’s chi–square test of independence was used to 
decide on the statistical significance of the difference between these two sets of variables. 
The researcher has three requirements to fulfil when using Pearson’s chi-square test of 
independence (Walker, 1999). For the chi-square test to be used, the sample size need to be 
at least five times the number of cells in the contingency tables (Walker, 1999). The largest 
contingency table for this study was a six-cell table, which requires a minimum sample 
size of 30 (6 x 5). The number of valid cases for the bivariate analysis was 78. The size of 
the sample used for the chi-square analysis was therefore large enough (Walker, 1999) to 
satisfy the first requirement for using the chi-square test of independence. The second 
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requirement for using the chi-square test is that 80% of the cells should have expected 
frequencies greater than 5. This requirement is addressed and reported on each time the 
results are reported in Chapter four. The last requirement for using the chi-square test 
requires the categories represented in the various cells of the contingency table to be 
mutually exclusive and exhaustive (Walker, 1999). It is evident on inspection that the 
categories of the contingency table cells satisfy this criteria (see Appendix D for the raw 
contingency tables generated).  
Just as the researcher has to pay attention to the requirements for using the chi-square 
test, the limitations of the test should also be taken into consideration when the test is used 
as a measure of existence of a statistically significant relationship between variables 
(Walker, 1999). The first limitation of the chi-square test is that it can be used to determine 
if two variables are significantly related, but it cannot address whether the relationship is 
meaningful. The chi-square test is therefore only considered the starting point for the 
establishment of significance (Walker, 1999). The degree of association between the two 
sets of variables was assessed using the Cramer’s V test – a chi-square-based measure of 
nominal association – after the chi-square test established a statistical significant 
relationship. The second limitation to using the chi-square test is the influence sample size 
has on the test. Although a large sample size would provide more accurate values, the test 
reaches a point of diminishing return at 30 degrees of freedom after which the same feature 
reduces the effectiveness of the test (Walker, 1999). The scope of the data in this study is 
such that this limitation is not influencing the outcome of the test data. The last limitation 
of the chi-square test is that the alternative hypothesis is not supported by rejection of the 
null hypothesis. Additional statistical analyses (beyond the chi-square test) would be 
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required to further examine the relationship between the variables (which falls outside the 
scope of this study).   
3.5.2 Content analysis of qualitative data   
The qualitative text data were collected as individual written responses by the 
teachers to the open ended questions on Section B of the questionnaire. Seventy five 
teachers completed the open-ended questions (three teachers did not complete any part of 
the open-ended questions). An analytic method was chosen that allowed the researcher to 
integrate elements of qualitative and quantitative analyses so that the interpretation of the 
results is less subjective (Chi, 1997), but still not losing the richness associated with 
qualitative data. Content analysis provided the research with the flexibility to achieve this 
balance between structure and flexibility as it can serve both the purposes of qualitative 
and quantitative research. Content analysis further suited this study as it enabled the 
researcher to sift through the data in a systematic fashion. Steve (2001) views content 
analyses as a systematic, replicable technique for compressing many words of text into 
fewer content categories based on explicit rules of coding. Content analyses further suits 
studies where the focus is on gaining new insights, increased understanding of a particular 
phenomenon, or informing practical actions (Krippendorff, 2004). The objective of the 
content analysis in this study was to identify the EFAL teachers’ perspective on the factors 
that motivate and demotivate them, in addition to identifying their expectations of their 
HoD concerning their motivation.  
Content analysis describes a family of analytic approaches ranging from interpretive 
analyses to systematic, strict textual analyses (Hsieh & Shannon, 2005). The type of 
content analysis approach that a researcher would choose varies with the theoretical and 
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substantive interests of the researcher and the problem being studied (Weber, 1990). 
Classical or quantitative content analysis renders written material as countable or 
measurable content (Franklin, 2012; Elo & Kyngas, 2008), emphasising countable 
evidence of key words, terms and connections (Franklin, 2012). The unit of analysis is 
what Neuendorf (2009) calls the ‘message component” and it is visible to any reader(s). 
This basically means that “the individual text is meaningful on its own and that a summary 
of the message within it is desirable outcome” of the analytical process (Abdelal et al., 
2009, p. 6). Qualitative content analysis on the other hand is defined as “a research method 
for the subjective interpretation of the content of text data through the systematic 
classification process of coding and identifying themes or patterns” (Hsieh & Shannon, 
2005, p. 1278).  
In this study the broad definition by Krippendorf (2004, p. 18) guided the thinking 
around the application of the analytic method, namely that content analysis “is a research 
technique for making replicable and valid inferences from texts to the contexts of their 
use”. Of importance in this definition is the use of ‘rules of inference’ or analytical 
constructs to move from the text to the answers to the research question. The two domains, 
the text and the context, are logically independent and it is the task of the researcher to 
draw conclusions from the one independent domain (the text) to the other (the context) 
(Elo & Kyngas, 2008). The rules of inference or analytical constructs for this study were 
derived from existing theories and previous studies (Krippendorf, 2004), resulting in a 
more directed approach (Hsieh & Shannon, 2005) where categories and sub-categories are 
identified a priori to the coding process after which I immersed myself in the data, 
allowing themes to emerge. Content analysis was consequently used in both an inductive 
and deductive way (Elo & Kyngas, 2008), as I moved between deductive reasoning (where 
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the research question set the tone) and inductive reasoning (where the outcome of the 
coding is studied for patterns and insights emerging from there) during the analysis and 
interpretation of the data (Franklin, 2012).   
The next important aspect to consider is the unit of analysis. In line with the 
pragmatic approach chosen for the design of the study, the research questions have driven 
the data analysis by providing the units of analysis, namely motivating factors, 
demotivating factors and actions expected from HoD with regards to supporting teacher 
motivation. According to Minichiello, Timewell, and Alexander (1990), an instance of a 
theme might be expressed in a single word, a phrase, a sentence, a paragraph, or an entire 
document. When using a theme as the coding unit, you are primarily looking for the 
expressions of an idea (Minichiello et al., 1990). Thus, you might assign a code to a text 
chunk of any size, as long as that chunk represents a single theme or issue of relevance to 
your research question(s). 
A coding scheme was developed that contained phrases, transitions and single words 
linked to the research question. Coding schemes can be divided into two broad forms: (1) 
frequency counts (key words, phrases, word pairs), and (2) keyword-in-context analysis 
(Franklin, 2012). The coding scheme operationalise codes by establishing categories that 
are relevant and valid. Marsh (2006) highlight that a coding scheme should have clear 
definitions, easy-to-follow instructions and unambiguous examples. The coding scheme for 
this study consisted of key words, phrases or word pairs decided upon using the literature 
and past studies. This coding scheme acted as an analytic framework to make sense of the 
open-ended responses (Franklin, 2012) and to keep a record of the rules followed in the 
identification of the codes.  
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As content analysis is a close inspection of texts to understand themes and 
perspectives, the analytic procedure started with the thorough reading and re-reading of the 
text, followed by a systematic arranging of the text into manageable units or ideas (Burns, 
2000). This process of categorising data is regarded as the most fundamental operation in 
the process of analysing qualitative data as it requires the researcher to discover significant 
classes of things, persons and events and the properties that differentiate them (Marshall & 
Rossman, 2006). As the coding process proceeded, the codes were refined and adjusted 
(Merriam, 2002).  
The final step in the analysis of the data was to make sense of the themes and 
categories identified by exploring the properties and dimensions of the categories and to 
present my reconstructed meanings to the reader. The form and extent of reporting depend 
on the goal of the research (Patton, 2002). The coded data was analysed using counts and 
tables. The findings were presented in the form of frequency tables, graphs and conceptual 
networks (Miles & Huberman, 1994).  
3.6 ASSESSING THE QUALITY OF THE RESEARCH  
This study is located in a pragmatic paradigm where the research process is driven by 
the research question and as such the quality of the project should be evaluated on the basis 
of the clarity with which the researcher ties together the research questions, methods, 
assumptions, and findings (Pratt, 2008). The quality of a mixed methods study 
consequently depends on the design of the study or the degree to which a researcher has 
selected the most appropriate procedures for answering the research questions (Teddlie & 
Tashakkori, 2009) and the quality of the explanations provided of the findings. The focus 
of research quality consequently shifts from the application of ‘the right criteria at the right 
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time ‘to a process in which the researcher is ‘thinking out loud’ on a continual basis 
throughout the research process to safeguard the research process against inadequate 
decision-making (Cho & Trent, 2006).  
The quality of the research design will be discussed in the various sections of this 
chapter and will address the suitability or appropriateness of the design selected for the 
study, the adequacy of the design to answer the research question set in Chapter one and 
the adequacy of the analytical strategies chosen to generate the findings of the study. The 
second quality aspect, namely the quality of the inferences made, will mostly be dealt with 
in Chapter four where the findings of the study are discussed.  
The credibility and trustworthiness of the research process were strengthened by 
paying attention to the documentation of the research process (Yin, 2003). All methods 
have limitations and as such the biases inherent in a single method could be neutralised by 
the biases inherent in another method (Creswell, 2005). By using qualitative data and 
analytical techniques to broaden the understanding of the quantitative data, the strengths of 
both approaches to research could be used (Tashakkori & Teddlie, 2003). By mixing the 
two data sets the problem will be better understood (Creswell, 2005). To realise the 
trustworthiness of these two sets of data, various strategies were employed to improve the 
validity and reliability of the data collection instrument. 
The process of triangulation was used to seek convergence in the data and to confirm 
emerging categories and themes (Creswell & Miller, 2000). A clear theoretical framework 
derived from the literature review done in chapter two guided the analysis of the data (Yin, 
2003). This established theoretical triangulation during the process of coding and following 
process of establishing patterns during the discussion of the findings (Eisenhardt, 1989).  
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Validity is taken as the establishment of authentic research findings (Denzin & 
Lincoln, 2005) and is as such concerned with accuracy (Nardi, 2006). Validity requires the 
alignment among instruments, data, and theoretical paradigms (Kirk & Miller, 1986). 
Attention to establishing a clear chain of evidence that allows the reader to reconstruct how 
the researcher went from the initial research question to the final conclusion (Yin, 2003) 
lends credibility to the findings of the study. One such strategy implemented to create the 
chain of evidence was the use of the demographic data of the participants to contextualise 
the results of the study (Ridenour & Newman, 2008). A further strategy to improve the 
validity of the study was ensuring construct validity in the design of the questionnaire. As 
discussed in Section 3.4.2, the questionnaire was adapted from questionnaires used in 
studies conducted in similar contexts. 
Reliability is another notion that contributes to the trustworthiness of research (Pine, 
2009). Reliability is the ability to act consistently, honestly, openly and accurately in the 
collection of data combined with the neutral analysis of the data (Pine, 2009; Nardi, 2006). 
The piloting of the questionnaire contributed to the reliability of the study (Cohen et al., 
2000), combined with the audit trail provided in the methods used to collect and analyse 
the data.   
3.7 ETHICAL CONSIDERATIONS 
The issue of ethics focus on establishing “safe guards” that will protect the rights of 
the participants (Lodico, Spaulding, & Voegtle, 2010, p. 16) and research that is “socially 
responsible” (Franklin, 2012, p. 76). Franklin (2012) highlights the key principles 
researchers should consider firstly, during the design and execution phases of the research, 
and secondly, when they consider how to treat the material after they had gathered it in 
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terms of use and storage. These guidelines are “informed consent, access rights and 
obligations, anonymity and data-use, data retension, and transparency and accountability” 
(Franklin, 2012, p. 79).  
During the planning phase of the study, permission was obtained from the Nelson 
Mandela Metropolitan University’s Human Ethical Committee where the research plan 
was submitted and obtained (see Appendix A). In this application the strategies to ensure 
informed consent from both the gate keeping body (Eastern Cape Department of 
Education) and the participants were discussed; the ethical collection of data explained; 
and the aspects around the use and retaining of the data collected addressed.  
To negotiate access to the participants (high school EFAL teachers in the wider 
Nelson Mandela Metropole), written permission was obtained from the Eastern Cape 
Department of Education (see Appendix B). Written consent was further sought and gained 
from the participants that completed the questionnaire in the form of a cover letter that 
accompanied the questionnaire. The letter contained the aim and methodology of the study 
to enable the participants to make an informed choices whether they would complete the 
questionnaire (or not) (Johnson & Christensen, 2008).  As recommended by Monette, 
Sullivan & Jong (2008) the participants were also informed that their participation in this 
study was voluntary and that their contribution would remain confidential. No biographical 
information were collected that could lead to the identification of any of the participants 
(or their schools) (see Section A of the questionnaire in Appendix C for the details of the 
biographical questions asked).  
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3.8 LIMITATIONS OF THIS STUDY 
This study was conducted with high school teachers responsible for teaching English 
FAL in educationally deprived communities where isiXhosa is the home language of the 
learners.The study is therefore limited to the factors that influence the motivation of 
English FAL teachers that work in “township schools” in the wider Nelson Mandela 
Metropolitan Municipal area.  
3.9 CONCLUSION TO THE CHAPTER 
This chapter identified the underpinning philosophical assumptions of the study and 
located the study in a pragmatic paradigm. The research logic followed throughout the 
study was explained starting with a justification of a mix-methods approach to solving the 
research problem, followed by a description of the selected research design, data collection 
strategy, data analysis strategy and finally the interpretation of the findings. The chapter 
further discussed the assessment of the quality of the research process and product by 
highlighting the strategies employed to ensure trustworthiness and credibility in the study. 
Lastly, the ethical considerations to be observed were explain together with the limitations 
of this study. The next chapter focuses on the presentation of the results followed by a 
discussion of the findings.  
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CHAPTER FOUR 
RESEARCH FINDINGS AND DISCUSSION 
 
4.1 INTRODUCTION  
This chapter provides a comprehensive overview of the results of this study. The 
chapter is organized into three sections. The first section reports on the demographic 
characteristics and the teaching context of the sample of EFAL teachers, followed by 
reports on the overall agreement (or disagreement) of the participants with the relevance of 
the motivating factors identified in the literature for the context of EFAL teaching in South 
Africa. The second section reports on how these motivating factors differ according to the 
personal characteristics of gender, age and teaching experience, as well as the job 
characteristics of class size (as indication of workload) and the phase in which the teachers 
are teaching. The third section reports on the qualitative results of the survey, which leads 
into the set of recommendations for the HoD of an EFAL department. 
4.2 DEMOGRAPHIC CHARACTERISTICS OF THE PARTICIPANTS  
The questionnaire was distributed to 100 EFAL teachers with 92 returned, of which 
78 questionnaires were valid. Biographical information was obtained from Section A of the 
questionnaire (see Appendix C). The demographic data of the teachers included their 
gender, age, the classes that they taught and their teaching experience. A descriptive 
statistical analysis was done to examine demographic characteristics and the teaching 
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context of the sample of EFAL teachers. The data on these variables are presented in this 
section by means of frequencies and percentages.  
From Table 4.1 it can be seen that there were more female respondents than male 
respondents in the study with roughly two thirds of the participants being female (60.26%) 
and one third being male (39.74%). The gender profile of the respondents reflects the 
reported gender profile of teacher employment reported for South Africa. There are more 
females than males employed as teachers (Department of Basic Education [DBE] 2009, p. 
20).  
Table 4.1: Gender profile of the respondents (N = 78) 
Gender Frequency  Percentage  
Male 31 39.74 
Female 47 60.26 
In terms of age, the majority of the respondents (58. 97% of respondents) were in the 
age range of 40 to 49 years or Group 4 of the age cohort classification proposed by 
Schultze and Steyn (2003) and Spector (1997), while 16 of the respondents were 
represented each by the age groups 30-39 (Group 3) and 50 years and older (Group 5). No 
respondents represented the 29 years and younger age group (Figure 4.1). The fact that the 
majority of respondents were in this age group attest to the fact that the teaching profession 
is failing to attract young individuals to pursue this career. This could be due to the 
negative publicity that teaching has received over the past two decades with the continuous 
systemic changes in education, poor salaries and the reported lack of learner discipline and 
security in public schools (Bukolo & Alonge, 2011). This poses a motivation risk to the 
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profession. Teachers with longer service are less satisfied with teaching, as it has also been 
found that the motivation levels of pre-retirement age teachers dwindle as they have to deal 
with a decline in health which obstructs self- actualization and psychological growth 
(Schultze & Steyn, 2003; Spector (1997).  
  
Figure 4.1: Age profile of participants  
The fact that the majority of respondents in this study ranges between the ages of  40 
to 49 years is also reflected in years of teaching experience reported by the respondents 
with 60.26% of said respondents having between 11 to 20 years teaching experience, while 
23,08% have between 21-30 years of teaching experience (Figure 4.2). The rest of the 
respondents consisted of teachers with 1–5 years (2.5%) and 6-10 years (14.1%) of 
teaching experience. It is evident that the participants representation is biased in the 
direction of older, more experienced teachers with more than 80% of the participants 
having between 11 and 30 years of teaching experience and none of the participants 
representing the novice teacher category (younger than 29 years of age).  
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 Figure 4.2: Teaching experience of participants  
Poor working conditions contribute to low teacher motivation and satisfaction and, as 
such, EFAL teacher motivation is influenced by the environment where the teacher is 
working (Dörnyei, 2001). In terms of the class size and phase, 61,54% of the teachers 
indicated teaching a class size of between 40-49 learners (see Figure 4.3), whereas the 
smallest class indicated by the majority of the respondents (44.87%) had 29 or fewer 
learners in the class (Figure 4.3). The class sizes reported by the teachers are abnormally 
high considering the agreed upon teacher pupil ration of 35:1 for ordinary secondary 
schools in South Africa (ELRC, 1994). Large classes are problematic for the teaching of 
EFAL to learners who find themselves in an educationally deprived social context, as the 
large classes translate into a heavy workload for the teachers in the light of a language 
being a labour- and feedback intensive subject.  
Excessive class sizes (learner-teacher ratio) have been found to be the most likely de-
motivating factor and the leading explanatory factor for teacher stress, dissatisfaction and 
burn-out (Yau, 2010). Given the higher class sizes reported in this study, motivation to 
work under these conditions could be low as large class sizes are associated with reduced 
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teacher attention, more chaotic classes and loss of interest in what is taught. Teachers 
would, consequently, not be able to strive towards full realization of their potential as 
described by Maslow’s need for self - actualization (Kroth, 2007).  
Figure 4.3: Range in the EFAL class sizes for which participants were responsible  
Since secondary schools in South Africa consists of two phases, namely the General 
Education and Training (GET) phase and the Further Education and Training (FET) phase, 
the teachers were asked to indicate in which phase they predominantly teach. About 52 
(66.67%) of the teachers indicated that they were responsible for teaching in the FET phase 
while 26 (33.33%) were responsible for teaching EFAL in the GET phase (Figure 4.4).  
Figure 4.4: Phase for which participants are responsible  
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It can be concluded that the typical respondent in this study was a female between 
the ages of 40 and 49 years, teaching EFAL to a FET class of between 40 to 49 learners 
and with about eleven to twenty years of experience as an EFAL teacher. This profile is 
similar to the profile of the respondents in the study by Parsons and Broadbridge (2006) 
that focused on job motivation and satisfaction in the United Kingdom. Based on the 
profile of respondents as reported on in the previous sections, this study was biased 
towards older respondents (about 40-49 years of age) and, as such, the results may not be 
generalized to the whole population of EFAL teachers. In addition, the majority of the 
teachers were responsible for the FET phase, therefore the results should only be 
cautiously generalized to teachers teaching EFAL in the GET phase.  
4.3 GENERAL FACTORS MOTIVATING THE EFAL TEACHERS  
Section C of the questionnaire required the respondents to indicate their agreement or 
disagreement with twelve statements regarding factors that motivate them in their work 
context, namely recognition, supervision, interpersonal relationships. The twelve 
statements were a combination of both the hygiene and motivating factors that influence 
work motivation. The hygiene factors influence the job context or environment, and 
distract workers from achieving optimal performance if inadequately supplied. The 
motivating factors, on the other hand, involve the content of the job, leading to high levels 
of motivation if present (van der Westhuizen, 1991).  
The statistical values reported are the means, standard deviations, Pearson chi–square 
test and Cramer’s V test with the aim of determining the relationship between the 
motivating factors for EFAL teachers and the personal characteristics and job 
characteristics of the participants. The respondents were asked to rate their agreements 
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with the statements on a 5-point Likert scale from 1 to 5 with 5 being ‘strongly agree’, 4 
being ‘agree’, 3 being ‘neutral’, 2 being ‘disagree’ and 1 being ‘strongly disagree’. Tables 
4.2 – 4.6 below categorise and provide a summary of the general intensity of the agreement 
(or disagreement) of the respondents with the twelve statements into the four factors 
(variables) responsible for work motivation, namely: recognition (questions 5, 6 & 8), 
supervision (questions 2, 3, 4 & 7), the job itself (question 9) and interpersonal 
relationships (questions 1, 11 & 12). Numerical mean and standard deviation were 
calculated for each statement. 
4.3.1 Recognition and motivation  
The measures of central tendency and dispersion for the questions related to 
recognition as a factor that could influence motivation are shown in Table 4.2. The overall 
agreement of recognition has a mean score of 4.36 (strongly agree) with a standard 
deviation of 0.82. These results reflect that ‘receiving feedback on one’s performance’ 
(Q5) and ‘being included in the departmental goal setting process’ (Q6) are highly valued 
by EFAL teachers as motivating factors with both statements having a mean score of 4.51 
and standard deviations of 0.66 and 0.72 respectively (Table 4.2). The third statement 
related to receiving recognition from the HoD for teaching accomplishments received a 
mean score of 4.06, meaning that the respondents ‘agreed’ to this factor being a 
motivational factor, but with less intensity than for the previous two statements (Std. dev. = 
1.07). This implies that teachers appreciate feedback on their performance and being part 
of departmental goal setting processes slightly more than they appreciate recognition from 
the HoD for accomplishments as forms of recognition.  
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Table 4.2: Motivation by recognition (N = 78) 
 
Min Max Mean Std. dev. 
Q5 Receiving feedback from my HoD about the 
effectiveness of my performance motivates me.  
2 5 4.51 0.66 
Q6 Being included in the departmental goal setting 
process by my HoD motivates me.   
2 5 4.51 0.72 
Q8 Being recognised by my HoD for my teaching 
accomplishments motivates me.  
2 5 4.06 1.07 
Average   4.36 0.82 
Note: 1.00-1.80 = strongly disagree / 1.81-2.60 = disagree / 2.61-3.40 = Neutral / 3.41-4.20 
= Agree / 4.21- 5.00 = strongly agree 
4.3.2 Interpersonal relationships and motivation  
Table 4.3 illustrates the contribution that interpersonal relationships make to the level 
of motivation of the participants. The overall agreement of interpersonal relationships as a 
motivating factor has a ‘strongly agree’ mean score of 4.55 and a standard deviation of 
0.62 (Table 4.3). These results reflect that ‘having a HoD who encourages good 
relationships’ (Q12) with a mean score of 4.64 is the most valued motivating factor. This is 
followed by ‘having a HoD who encourages EFAL teachers to work as a team’ (Q11) 
(mean score of 4.55 and Std. dev. of 0.68) and ‘having a good relationship with the HoD’ 
(Q1) (mean score 4.45 and Std. dev. 0.66). From the data it can be deducted that 
interpersonal relationships strongly motivate the sample of EFAL teachers.   
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Table 4.3: Motivation by Interpersonal relationships (N = 78) 
 
Min Max Mean Std. dev. 
Q12 Having a HoD who encourages good relationship 
with my EFAL colleagues.  
3 5 4.64 0.51 
Q11 Having a HoD who encourages EFAL teachers to 
work together as a team.  
2 5 4.55 0.68 
Q1 Having a good relationship with my HoD 
motivates me. 
2 5 4.45 0.66 
Average   4.55 0.62 
Note: 1.00-1.80 = strongly disagree / 1.81-2.60 = disagree / 2.61-3.40 = Neutral / 3.41-4.20 
= Agree / 4.21- 5.00 = strongly agree. 
4.3.3 Supervision and motivation 
Table 4.4 illustrates the contribution that supervision makes to the level of 
motivation of the participants. The overall agreement of recognition as a motivating factor 
has a ‘strongly agree’ mean score of 4.41 and a standard deviation of 0.75. These results 
reflect that ‘having a HoD who is responsive to suggestions and grievances’ (Q3) (mean 
score of 4.56 and standard deviation of 0.62) is highly valued by EFAL teachers as a 
motivating factor. This is followed by ‘having a HoD who is knowledgeable on EFAL 
subject matters’ (Q7) (mean score of 4.49 and Std. dev. of 0.75); ‘having a HoD who gives 
clear guidelines’ (Q4) (mean score of 4.45 and Std. dev. of 0.78); ‘being fairly treated by 
my HoD’ (Q2) (mean score of 4.37 and Std. dev. of 0.63); and ‘being allocated an equal 
80 
 
 
number of periods as my EFAL colleagues’ (Q10) (mean score of 4.19 and Std. dev. of 
0.98). From the data presented above, it can be deducted that the EFAL teachers who 
responded to this questionnaire strongly agree that effective supervision (and the various 
aspects of it) is a motivating factor.  
Table 4.4: Motivation by Supervision (N = 78) 
 
Min Max Mean Std. dev. 
Q3 Having a HoD who is responsive to suggestions 
and grievances motivates me.  
3 5 4.56 0.62 
Q7 Having a HoD who is knowledgeable on EFAL 
subject matters motivates me. 
2 5 4.49 0.75 
Q4 Having a HoD who gives clear guidance 
motivates me. 
2 5 4.45 0.78 
Q2 Being fairly treated by my HoD motivates me. 2 5 4.37 0.63 
Q10 Being allocated an equal number of periods as 
my EFAL colleagues motivate me. 
2 5 4.19 0.98 
Average   4.41 0.75 
Note: 1.00-1.80 = strongly disagree / 1.81-2.60 = disagree / 2.61-3.40 = Neutral / 3.41-4.20 
= Agree / 4.21- 5.00 = strongly agree 
4.3.4 Characteristics of the job itself and motivation   
Table 4.5 shows the contribution that the job itself makes to the level of motivation 
of the participants. The overall agreement of the job itself as a motivating factor has an 
‘agree’ mean score of 3.85 and a standard deviation of 0.09. The results of this statement 
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reveal that this factor (having a variety of grades to teach) is not as highly valued as a 
motivating factor as the other factors identified in Tables 4.2 to 4.4.  
Table 4.5: Motivation by the job itself (N = 78) 
 
Min Max Mean Std. dev. 
Q9 Being allocated a variety of grades to teach 
motivates me.    
2 5 3.85 1.09 
Average   3.85 1.09 
Note: 1.00-1.80 = strongly disagree / 1.81-2.60 = disagree / 2.61-3.40 = Neutral / 3.41-4.20 
= Agree / 4.21- 5.00 = strongly agree 
To conclude this part of the results, Table 4.6 lists the motivating factors as they have 
been rated by the respondents in terms of the mean scores from highest to the lowest score. 
Interpersonal relationships were rated highest as a motivating factor (mean = 4.55), 
followed by supervision (mean = 4.41), recognition (mean = 4.36) and the job-itself (mean 
= 3.85). This reflects that respondents generally value the interpersonal relationship aspects 
of their job as key factors affecting their personal motivation.  
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Table 4.6: Motivating factors and mean scores (N = 78) 
 Mean  
Interpersonal relationships 4.55 
Supervision 4.41 
Recognition 4.36 
Work itself 3.85 
Note: 1.00-1.80 = strongly disagree / 1.81-2.60 = disagree / 2.61-3.40 = Neutral / 3.41-4.20 
= Agree / 4.21- 5.00 = strongly agree 
4.4 THE RELATIONSHIP BETWEEN THE GENERAL MOTIVATING 
FACTORS AND PERSONAL CHARACTERISTICS  
Nonparametric statistics were used to investigate whether the emphasis placed on the 
motivators is different with regard to the personal characteristics of teachers such as age, 
gender, teaching experience. Contingency tables were constructed to establish both the 
statistical and practical significance of the relationship between the personal characteristics 
(age, gender and teaching experience) and the motivating factors represented by the twelve 
statements in Section C of the questionnaire (Appendix C). The Pearson chi-square test of 
statistical significance and the Cramer’s V test for practical significance were used to test 
the hypotheses stated in the sections to follow. The Cramer’s V was calculated only for 
statistical significant results at the 10% level (p < 0.10) and 5% level (p < 0.05). The 
Cramer’s V test value obtained for each of the variables was interpreted as having a small 
practical significance for values smaller than 0.3; medium practical significance for values 
between 0.3 – 0.49 and a large practical significance for values larger than 0.5. The full 
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results are to be found in Appendix D. Four hypotheses were formulated to establish the 
presence of a relationship between the general motivating factors and personal 
characteristics, as discussed above.  
4.4.1 Null hypothesis 1: There is no relationship between personal characteristics 
(gender, age, teaching experience) and interpersonal relationships created by 
the HoD as a motivating factor. 
Questions 1, 11 and 12 in Section C of the questionnaire represent interpersonal 
relationships as a motivating factor. Cross tabulation tables were created to compare the 
relationship between each of the sub-categories of interpersonal relationships and the 
gender, age and teaching experience of the teachers, respectively (see Appendix D for the 
full set of results). The practical significance of the teachers who reported an agreement or 
strong agreement with the creation of interpersonal relationships as a motivating factor 
with regard to gender yielded the results shown in Table 4.7.  
4.4.1.1 Gender and interpersonal relationships as motivating factors 
Question 1: Having a good relationship with my HoD motivates me. The observed 
difference in the proportion of teachers in each group who reported an agreement or a 
strong agreement with this statement was statistically significant at the p < 0.042 level, but 
the practical significance of the observed difference; however, is small (Cramer’s V = 
0.285).  
Question 11: Having a HoD who encourages EFAL teachers to work together as a team 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was significant at the p < 
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0.098 level. The practical significance of the observed difference; however, is small with 
Cramer’s V = 0.244.  
Question 12: Having a HoD who encourages good relationships with my EFAL colleagues 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or strong agreement with this statement was not significant with p= 
0,692. Having good relationships with colleagues did not differ with gender. 
In summary, a statistical relationship was found between gender and interpersonal 
relationships for two of the three sub-categories related to motivation (good relationships 
with HoD and a HoD encouraging team work). The practical significance of these 
relationships were; however, low in this data set.  
4.4.1.2 Age and interpersonal relationships as motivating factors  
Question 1: Having a good relationship with my HoD motivates me. The observed 
difference in the proportion of teachers in each group who reported an agreement or a 
strong agreement with this statement was not significant with p = 0.932. The gender of the 
respondents did not influence the emphasis they placed on ‘having a good relationship with 
their HoD’.  
Question 11: Having a HoD who encourages EFAL teachers to work together as a team 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was not significant at the 
p = 0.370. Gender did not influence the emphasis of respondents on having a HoD who 
encourages team work.  
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Question 12: Having a HoD who encourages good relationships with my EFAL colleagues 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or strong agreement with this statement was not significant with p = 
0.445. Being motivated by good relationships with colleagues was not influenced by the 
age of the participants.   
In summary, no statistical relationship was found between age and interpersonal 
relationships for the three sub-categories related to motivation.  
4.4.1.3 Teaching experience and interpersonal relationships as motivating factors 
Question 1: Having a good relationship with my HoD motivates me. The observed 
difference in the proportion of teachers in each group who reported an agreement or a 
strong agreement with this statement was not statistically significant (p = 0.380). The 
experience of the participants did not influence the emphasis they placed on being 
motivated by good relationships with their HoD. 
Question 11: Having a HoD who encourages EFAL teachers to work together as a team 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was not statistically 
significant (p = 0.627). The years of experience of teachers did not influence their being 
motivated by a HoD who encourages team work.   
Question 12: Having a HoD who encourages good relationships with my EFAL colleagues 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or strong agreement with this statement was not significant (p = 
0.946). Being motivated by good relationships with colleagues was not influenced by the 
teaching experience of teachers.   
86 
 
 
In summary, no statistical relationship was found between the teaching experience 
of participants and interpersonal relationships as motivating factors. 
4.4.1.4 Class size and interpersonal relationships as motivating factors 
Question 1: Having a good relationship with my HoD motivates me. The observed 
difference in the proportion of teachers in each group who reported an agreement or a 
strong agreement with this statement was not significant with p = 0.372. ‘Having a good 
relationship with my HoD motivates me’ did not differ with the class size of the 
respondents. 
Question 11: Having a HoD who encourages EFAL teachers to work together as a team 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was not significant at p = 
0.951. Therefore, having a HoD who encourages EFAL teachers to work together as a 
team did not differ with the class size of the respondents.  
Question 12: Having a HoD who encourages good relationships with my EFAL colleagues 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or strong agreement with this statement was not significant (p = 
0.767. Having good relationships with colleagues did not differ with the class size. 
In summary, no statistical relationship was found between class size and 
interpersonal relationships for the three statements related to motivation. In all cases, the 
observed proportion of teachers reported either their agreement or strong agreement with 
the hygiene factor of interpersonal relations affecting motivation.  
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4.4.1.5 The phase and interpersonal relationships as motivating factors 
Question 1: Having a good relationship with my HoD motivates me. The observed 
difference in the proportion of teachers in each group who reported an agreement or a 
strong agreement with this statement was not significant with p = 0.105. ‘Having a good 
relationship with my HoD motivates me’ did not differ with the teaching phase of the 
respondents. 
Question 11: Having a HoD who encourages EFAL teachers to work together as a team 
motivates me.  The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was not significant at the 
p = 0.321. Therefore, having a HoD who encourages EFAL teachers to work together as a 
team did not differ with the teaching phase of the respondents. 
Question 12: Having a HoD who encourages good relationships with my EFAL colleagues 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or strong agreement with this statement was not significant (p = 
0.639. Having good relationships with colleagues did not differ with the teaching phase.   
In summary, no statistical relationship was found between class size and 
interpersonal relationships for the three statements related to motivation. For hypothesis 1, 
no significant differences were found between the personal characteristics (age, gender, 
and teaching experience) and job characteristics (class size and teaching phase) with 
interpersonal relationships as a motivating factor.  
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4.4.2 Null hypothesis 2: There is no relationship between personal (gender, age, and 
teaching experience) and job (class size and phase) characteristics and 
supervision provided by the HoD as a motivating factor.   
4.4.2.1 Gender and supervision provided by the HoD as motivating factors 
Question 2: Being fairly treated by my HoD motivates me. The observed difference in the 
proportion of teachers in each group who reported an agreement or a strong agreement 
with this statement was not significant with p = 0.770. ‘Being fairly treated by my HoD 
motivates me’ did not differ with the gender of the respondents, as well for the age factor 
(p = 0.690), the teaching experience factor (p = 0.844), the class size factor (p = 0.281) and 
the teaching phase factor (p = 0.432). Therefore, no relationship exists between the gender, 
age, the teaching experience, the class size factor and the teaching phase of the respondents 
and the supervision provided by the HoD in relation to their motivation. 
Question 3: Having a HoD who is responsive to suggestions and grievances motivates me. 
The observed difference in the proportion of teachers in each group who reported an 
agreement or a strong agreement with this statement regarding gender factor was not 
significant with p = 0. 964. ‘Having a HoD who is responsive to suggestions and 
grievances motivates me’ did not differ with the gender of the respondents, as well for the 
class size factor (p = 0.230), and the teaching phase factor (p = 0.519). Therefore, no 
relationship exists between the gender, the class size factor and the teaching phase factor of 
the respondents and the supervision provided by the HoD in relation to their motivation.  
However, the observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was in relation to the age 
and job experience factors, was significant at the p = 0.076 and p = 0.088 respectively. The 
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practical significance of the observed differences; however, is small with Cramer’s V = 
0.233 and 0.228 respectively.   
Question 4: Having a HoD who gives clear guidance motivates me. The observed 
difference in the proportion of teachers in each group who reported an agreement or a 
strong agreement with this statement with regard to personal and job characteristics was 
not significant: The p values for these variables were as follows: Gender (p = 0.656), Age p 
= 0.180) Job Experience (p = 0.986), Class Size (p = 0.167), and Teaching Phase (p = 
0.1000).  
Question 5: Receiving feedback from my HoD about the effectiveness of my performance 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was not significant for 
either the personal or the job characteristics factors. The following p values were indicated: 
Gender (p = 0.991), Age (p = 0. 833), Job Experience (p = 0.482), Class Size (p = 0.681) 
and Teaching Phase (p = 0.411). ‘Receiving feedback from my HoD about the effectiveness 
of my performance motivates me’ did not differ with the gender, age, the teaching 
experience, the class size and the teaching phase of the respondents in relation to 
recognition as a motivating factor. 
Question 7: Having a HoD who is knowledgeable on EFAL subject matters motivates me. 
The observed difference in the proportion of teachers in each group who reported an 
agreement or a strong agreement with this statement for gender was not significant with p 
= 0.207. ‘Having a HoD who is knowledgeable on EFAL subject matters motivates me’ did 
not differ with the gender of the respondents, neither for the age factor (p = 0.365), the 
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teaching experience factor (p = 0.324), the class size factor (p = 0.564) or the teaching 
phase (p = 0.170). 
Question 10: Being allocated an equal number of periods as my EFAL colleagues 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was also not significant 
for either the personal or the job characteristics. The indicated p values were: Gender (p = 
0.602), Age (p = 0.759), Job Experience (p = 0.908), Class size (p = 0.330), Teaching 
Phase (p = 0.830).    
In summary, there is no statistical relationship between personal (gender, age and 
teaching experience) and job (class size and phase) characteristics and supervision 
provided by the HoD.  
4.4.3 Null hypothesis 3: There is no relationship between personal (gender and age) 
and job (experience, class size and phase) characteristics and recognition as 
motivating factor.    
Question 5: Receiving feedback from my HoD about the effectiveness of my performance 
motivates me. The observed difference in the proportion of teachers in each group who 
reported an agreement or a strong agreement with this statement was not significant for 
either the personal or the job characteristics factors. The following p values were indicated: 
Gender (p = 0.991), Age (p = 0. 833), Job Experience (p = 0.482), Class Size (p = 0.681) 
and Teaching Phase (p = 0.411). ‘Receiving feedback from my HoD about the effectiveness 
of my performance motivates me’ did not differ with the gender, age, the teaching 
experience, the class size and the teaching phase of the respondents in relation to 
recognition as a motivating factor. 
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Question 6: Being included in the departmental goal setting process by my HoD motivates 
me. The observed difference in the proportion of teachers in each group who reported an 
agreement or a strong agreement with this statement with regard to gender was not 
significant with p = 0. 733. ‘Being included in the departmental goal setting process by my 
HoD motivates me’ did not differ with the gender of the respondents, neither for the Age 
factor (p = 0.546), Experience factor (p = 0.622), or Teaching phase factor (p = 0.964). 
For the class size factor the observed difference in proportion in each group who 
reported an agreement or a strong agreement with the statement ‘Being included in the 
departmental goal setting process by my HoD  motivates me’ was significant at the p = 
0.096, but the practical significance of the observed difference; however, is small with 
Cramer’s V = 0.246. 
Question 8: Being recognized by my HoD for my teaching accomplishments motivates me. 
The proportion of teachers in each group who reported an agreement or a strong agreement 
with this statement for gender and for the teaching phase was significant at the p = 0.086 
level and p = 0.057 respectively. The practical significance of the observed difference for 
both gender (Cramer’s V = 0.251) and for teaching experience (Cramer’s V = 0.271); 
however, is small.  For the age factor (p = 0.996), Teaching experience (p = 0.143) and 
class size (p = 0.541) the observed difference in the proportion of teachers in each group 
who reported an agreement or a strong agreement with this statement was not significant. 
In summary, there is no statistical relationship between personal (gender, age and 
teaching experience) and job (class size and phase) characteristics and recognition as 
motivating factor.  
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4.4.4 Null hypothesis 4: There is no relationship between personal (gender, age, and 
teaching experience) and job (class size and phase) characteristics and the job 
itself as motivating factor.    
Question 9: Being allocated a variety of grades to teach motivates me. The observed 
difference in the proportion of teachers in each group who reported an agreement or a 
strong agreement with this statement was not significant for either the personal or the job 
characteristics. The indicated p values were: Gender (p = 0.505), Age (p = 0.107), Job 
Experience (p = 0.963), Class size (p = 0.927) and Teaching Phase (p = 0.282). 
In summary, there is no statistical relationship between personal (gender, age and 
teaching experience) and job (class size and phase) characteristics and the job itself as 
motivating factor. The results for hypotheses one to four are presented in Table 4.7 below.  
Table 4.7: Summary of the quantitative research results 
No Hypothesis Result 
1. There is a relationship between personal (gender, age and teaching 
experience) and job (class size and phase) characteristics and 
interpersonal relationships created by the HoD as a motivating factor. 
Cannot be 
rejected 
2. There is a relationship between personal (gender, age and teaching 
experience) and job (class size and phase) characteristics and 
supervision provided by the HoD as a motivating factor.   
Cannot be 
rejected 
3. There is a relationship between personal (gender, age and teaching 
experience) and job (class size and phase) characteristics and 
recognition as motivating factor. 
Cannot be 
rejected  
4. There is a relationship between personal (gender, age and teaching 
experience) and job (class size and phase) characteristics and the job 
itself as motivating factor. 
Cannot be 
rejected 
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Based on the evidence, it can be deducted that the participants agree that the above 
factors motivate them, but their responses do not depend on their age, gender, experience, 
or the phase they teach.  
4.5 QUALITATIVE DATA  
The qualitative data was collected from five open-ended questions in the 
questionnaire. Content analysis was used to analyse the responses of the participants. The 
open-ended questions addressed factors that motivate the EFAL teachers positively in their 
job, factors that demotivate them, followed by practices by their HoD that either made 
them feeling motivated or demotivated. The results of the content analysis will be reported 
using the two main themes as structure, followed by an integration of the results in the 
discussion.  
4.5.1 Motivating factors  
The first open-ended question requested the respondents to think of the school where 
they are currently working and to list the two most important factors that positively 
motivate them in their job as EFAL teachers. The responses from the participants were 
coded using the a priori codes deducted from literature and described in Chapter Three. 
Frequency tables for the codes were constructed. The codes in the frequency tables were 
analysed inductively to establish and refine the themes and categories revealed in the 
results. The motivating factors were classified under the four factors identified in Chapter 
Two, namely intrinsic or personal factors, macro-contextual, micro-contextual and 
temporal factors (Table 4.8).   
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Table 4.8: Summary of motivating factors influencing motivation of EFAL teachers 
(N=197) 
Factor Category Sub-categories f. Cuml. f. % 
Intrinsic/personal  Recognition  35 
61 30.9 
 Teacher autonomy  1 
 Passion for teaching 
and subject  
 25 
Macro-contextual Remuneration 
 1 
1 
0.00
5 
Micro-contextual 
Relationship with 
colleagues 
Good interpersonal 
relations  
8 
15 7.6 
 Teamwork  7 
Relationship with 
learners 
Academically 
engaged  
33 
60 
30.5 
 
Interested and 
enthusiastic  
8 
 
Achieve/ good 
academic 
performance  
12 
 
Passionate about 
subject  
7 
 
0.03 
Teaching and learning 
resources 
Availability  5 
Working conditions  6 6 
Management and 
supervision practices  
(by HoD) 
Provide feedback  25 
54 
Supportive  13 
Acknowledgement  10 
27.4 
Provide guidance 3 
Inclusive  1 
Goal setting 1 
Knowledgeable  1 
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Table 4.9 shows the responses of the respondents for the question above and the 
frequencies of each factor together with the percentages of each response: 
Table 4.9: Factors that motivate teachers 
Category Frequency Percentage  
a) Factors to do with learners 74 56,5 
b) Factors to do with school management 45 34,3 
c) Factors to do with working 
conditions/environment 
9 6.9 
d) Factors to do with financial rewards 1 0.8 
e) Factors that cannot be classified. 2 1,5 
Total 131 100 
As is evident from Table 4.9, the prominent factors that positively motivate EFAL 
teachers in their jobs are items that have to do with the learners (56.5% of responses), 
followed by items to do with school management (34.3%). Some of the comments made by 
the participants regarding the motivational influence of the learners include:  
“Learners showing interest in learning English motivates me”. 
“… to see learners have attained quality passes in writing, reading and 
speaking”. 
Table 4.9 also shows that items that have something to do with school management 
were mentioned as the second most prominent factors that lead to motivation of EFAL 
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teachers.  Some of the comments made by the participants regarding the motivational 
influence of the learners include:  
Comments such as: I was motivated when: 
“… the principal praises me when I have done well”. 
“… I get clear guidelines from the HoD”. 
Contradictory to the expectation that the challenges posed by teaching EFAL to 
learners in schools situated in educationally deprived communities would act as 
demotivating factors, some of the teachers commented that: 
“… the poor background of these learners motivates me to make a difference”. 
“… the poor working conditions motivates me”. 
Financial rewards (0.8%) did not feature strongly as motivating factors. This result is 
also supported by other studies (see, for example, the study by Yau, 2010) that have 
yielded similar results.   
4.5.2 Demotivating factors  
The second open-ended question requested the respondents to think of the school 
where they are currently working and to list the two most important factors that demotivate 
them in their job as EFAL teachers. The responses from the participants were coded using 
the same a priori codes as used for the motivating factors (see Section 4.5.1). Frequency 
tables for the a priori codes were constructed, which were subsequently analysed 
inductively to establish and refine the themes and categories revealed in the results. The 
demotivating factors were classified under the four factors identified in Section 4.5.1, 
namely intrinsic or personal factors, macro-contextual, micro-contextual and temporal 
97 
 
 
factors (Table 4.10). It is evident from the cumulative frequencies that micro-contextual 
factors are reported as having a stronger demotivating effect on the professional 
engagement of EFAL teachers, with a total of 190 references compared to the macro-
contextual factors (6 counts), intrinsic factors (4) and temporal factors (1) in the qualitative 
responses by the participants.  
When looking more closely to the micro-contextual factors, the importance of the 
categories as reported by the teachers ordered from most frequently mentioned to least 
frequently mentioned were: instructional leadership by the HoD (44 counts); relationship 
with learners (44 counts); management and supervision practices by HoD (38 counts); 
teaching and learning resources (35 counts); followed by workload (19 counts); working 
conditions (8) and relationship with colleagues (2 counts). The macro-contextual (6 
counts), intrinsic (4 counts) and temporal (1 count) factors were not rated as important 
demotivating factors as micro-contextual factors (Table 4.10).  
One of the factors most frequently reported as demotivating was related to the 
teacher-learner relationship (23%). Equally demotivating was the level of instructional 
leadership by the HoDs (Table 4.10). The teacher-learner relationship was studied in more 
detail in the section to follow (Table 4.11). With regard to demotivating factors to do with 
management and supervision practices, some of the comments expressed by the teachers 
included: 
“A lack of support from SMT when trying to promote reading 
programmes”. 
“A poor leadership within the department”. 
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With reference to poor working conditions, the respondents expressed their 
demotivation as owing to: 
“Not having the latest technologic devices to make teaching easier and 
efficient”. 
“Lack of resources”. 
Table 4.10: Summary of demotivating factors influencing motivation of EFAL 
teachers  
Factor Category Sub-categories f. Cumulative 
f. 
Intrinsic/personal  Recognition (lack of)   4 4 
Macro- 
contextual 
Remuneration  1 
 6 
Autonomy (lack of)  1 
Parental involvement 
Absence  
3 
Negative  
Policy (condoning of 
learners) 
 
1 
Micro-contextual 
Relationship with 
colleagues (poor) 
Lack of Support 
 2 
190 
Relationship with 
learners 
(poor) 
Academic under-
preparedness    6 
44 
 Lack of motivation 19 
 Lack of discipline  19 
Teaching and learning 
resources 
Quality  
 35 
Availability  
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Working conditions 
Crowded 
classrooms 
8 8 
Workload Large classes  16 
19  
Choice in 
workload  
1 
 Admin  2 
Management and 
supervision practices  
by HoD 
(lack of) 
Trust (absence) 5 
38 
Unethical 
behaviour  
5 
Unprofessional 
conduct  
11 
Engagement 5 
Encouragement  2 
Distribution of 
resources  
1 
Support 2 
Unfair treatment 7 
Instructional leadership 
by HoD 
(lack of) 
Guidance  13 
44 
Regular meetings  2 
Communication  16 
Feedback  9 
Goal setting  3 
Teamwork  1 
Temporal  Professional 
development 
 
 1 1 
In the light of the focus of this study on the practices of the HoD in motivating 
teachers, it is of interest to look at the relationship of the EFAL teachers with their learners 
in more depth in order to learn what the HoD can do to support the teachers in performing 
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their job (Table 4.11). It is evident from the results that the under-preparedness of the 
learners for their EFAL studies (17.6% of responses related to the teacher-learner category) 
does not play such an important demotivating role as expected given that the context of the 
study is specifically on schools situated in educationally deprived communities. The lack 
of motivation of learners to learn (55.9%) and their lack of discipline (26.5%) are reported 
as more demotivating than the under-preparedness of the learners (Table 4.11).  
Some of the representative comments provided by the teachers when asked to 
identify demotivating factors were: 
“Having to repeat lessons because students take too much time to 
understand”. “Passive students who refuse to speak English during class”. 
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Table 4.11: Descriptions of the sub-categories of factors related to the teacher-learner 
relationship that act as demotivators 
Teacher-Learner  
     sub-categories 
Descriptions of sub-categories f Cum.
f 
% 
n=34 
Academic under-
preparedness of learners  
Do not read 1 
6 17.6 
 Slow learners owing to lack of prior 
knowledge and development  
1 
 Unprepared from lower grades  2 
 Refusal to speak English  1 
 Lack of writing skills  1 
Lack of motivation to 
learn  
Lack of motivation to learn  3 
19 55.9 
 Unresponsive  3 
 Do not show interest  4 
 Lazy  4 
 Do not ask questions  1 
 Do not take EFAL seriously  2 
 Lack of cooperation  2 
Lack of discipline  Lack of discipline  15 
9 26.5  Lack of punctuality  2 
 Do not do homework  2 
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4.5.3 Motivating practices of the HoD  
In the third open-ended question the respondents were asked to think of a time when, 
in their relationship with their HoD, something very favourable happened that made them 
feel motivated about their teaching and their relationship with their HoD. 
The obtained data was organised into motivating factors and hygiene factors. 
Motivating factors were sub-divided into Recognition and Supervision, whereas the 
hygiene factors were classified into Interpersonal relationships and School policy. 
According to Herztberg’s Motivational-hygiene theory (van der Westhuizen, 1991), the so-
called hygiene factors do not motivate people to do better work, but can minimize 
dissatisfaction, if handled properly. Motivators, on the other hand, create satisfaction by 
fulfilling the needs of individuals for meaning and personal growth. All the responses were 
then analysed by counting their frequencies and percentages to reflect their significance 
and to make comparison easily. 
Table 4.12 illustrates the responses on the first question when the respondents were 
asked to think of a time when, in their relationship with their HoD, something very 
favourable and positive happened that made them feel highly motivated about their 
teaching and their relationship with their HoD. The responses were grouped into two 
categories that have been identified in literature as the main sources of job motivation and 
satisfaction, i.e. Achievement and Recognition. As reflected in Table 4.12, aspects of work 
to do with recognition were rated at 54.4% as the most prominent factors relative to high 
motivation and the relationship with the HoD. 
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Table 4.12: Motivating practices of HoD 
Category Frequency Percentage  
a) Recognition 43 54,4 
b) Supervision/Feedback 32 40,5 
c) I can’t think of anything 4 5,1 
Total 79 100 
Generally, the respondents valued aspects which have to do with being recognised 
for the work they are doing as being paramount to their motivation. This is reflected in the 
responses of the respondents, such as: 
“When I was praised for submitting the work early”. 
“… when he acknowledged and appreciated my contribution in obtaining a 
100% pass, he expressed his intention to keep me teaching grade 12 even 
though our policy here is rotating teachers from grades 8 to12”.  
“When he allowed me to assist in the moderation of the less experienced 
teachers”. 
Another factor ranked higher as a motivating factor in teaching and the relationship 
with the HoD involved the supervision part of the job at 40.5%. EFAL teachers were more 
motivated, for instance, when:  
“The HoD gave me consistent feedback to encourage me to work on my 
shortcomings”. 
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“When he gives me clear guidelines of what has to be done”. 
It is therefore clear that EFAL teachers value recognition and supervision as most 
prominent of the actions by the HoD that motivate them. In the next section, the 
demotivating actions will the discussed.  
4.5.4 Demotivating practices of HoDs 
On the fourth open-ended question the respondents were asked to think of a time 
when, in their relationship with their HoD, something very unfavourable happened that 
made them not feel motivated about their teaching and their relationship with their HoD. 
Table 4.13 illustrates the responses to the second question when the respondents were 
asked to think of a time when, in their relationship with their HoD, something very 
unfavourable and negative happened that made them not feel highly motivated. The 
responses were grouped into two categories that have been identified in literature as the 
main sources of job demotivation and dissatisfaction i.e. Interpersonal relationships and 
School policy. 
Table 4.13: Demotivating practices of HoD 
Category Frequency Percentage  
a) Interpersonal Relationships 47 64.4 
b) School Policy 11 15.1 
c) I can’t think of anything 15 20.5 
Total 73 100 
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Interpersonal relationships (64.4%) were the most prominent factors that led to 
EFAL teachers not feeling highly motivated about their teaching and their relationship with 
their HoD. This was reflected in statements such as: 
“When he discusses personal issues with others”. 
“Failure to understand my views”. 
“When he does not encourage team work”. 
School policy attained a lower rating of 15.1% as a factor that makes EFAL teachers 
not feel highly motivated in their work and their relationship with their HoD. Some of the 
comments of the teachers included: 
“When he does not consider the workload” and “uneven distribution of the 
workload”. 
“When he distributes LTSM  [learner-teacher support material] poorly”. 
Bennell and Akyempong (2007) noted that teacher motivation depends critically on 
effective management and leadership and that inconsistency in policy enforcement leads to 
demotivation. This means, therefore, that the level of motivation in a teacher is related to 
his perception of equity and fairness practised by management. The greater the fairness 
perceived; the higher the motivation and vice versa. The implication, therefore, to the HoD 
is that he should treat teachers within his department fairly and show no signs of 
favouritism. This is also evident in the results of this study where negative aspects of 
communication (lack of, or a breakdown) by the HoD, together with unprofessional 
conduct, unfair treatment, unethical behaviour and a lack of trust by the HoD were 
identified as demotivating situations (Table 4.14).  
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Table 4.14: Demotivating management practices of HoDs  
Demotivating practices                                 Frequency         Percentage   
                                                          
Communication breakdown/negative/lack           14                      35.9                         
 
Unprofessional conduct                                        8                        20.5  
Unfair treatment                                                    7                        17.9  
Trust (lack of)                                                       5                        12.8  
Unethical behaviour                                              5                        12.8 
   TOTAL                                                              39                      100 
 
4.5.5 Expectations of EFAL teachers concerning HOD practices  
The last open-ended question elicited suggestions from the respondents of what the 
HoD can do that would lead to them being motivated in their roles as EFAL teachers in a 
deprived environment. The frequency count of the responses was ranked and the most 
prominent suggestions were captured in Table 4.15. 
From the responses on Table 4.15, it is evident that the majority of the teachers 
(32%) feel that they would be motivated if the HoD would offer them more support and 
acknowledgement in their role as EFAL teachers in a deprived environment. Some of the   
comments of the teachers included qualitative comments such as: 
“Acknowledge my strength and weaknesses and support me consistently”. 
“To assist me in terms of looking for better learner support material”. 
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“To avail himself when we do presentations and also being helpful in getting 
reading material”. 
Table 4.15: Suggestions from the respondents 
Response Frequency Percentage 
Professional Approach 3 4 
Regular departmental meetings 9 11 
Listening to suggestions 7 8 
Motivating staff 4 5 
Good communication/feedback 22 26 
Teamwork 5 6 
Acknowledgement and support 27 32 
Recognition 5 6 
Being fairly treated 1 1 
Total 83 100 
Good communication and feedback was attributed by 26% of the respondents as the 
second most valued factor that the HoD can practise that would lead to themr being 
motivated in their role as EFAL teachers in a deprived environment. Good communication 
and feedback is reflected in comments such as:  
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“Effective communication when dealing with issues relating to the 
department”. 
“Good communication and involving teachers during period allocation and 
planning”. 
Regular departmental meetings is another factor, at 11%, that the teachers 
feel will lead to them being motivated in their role as EFAL teachers in a deprived 
environment. The teachers suggested that the HoD should: 
“…hold regular departmental meetings with teachers to listen to their 
suggestions”. 
“Include us more in the process of setting goals and not just be told in 
passing”. 
Encouraging teamwork (6%) and Recognition (6%) are some of the most valued 
factors that the teachers see as leading to their motivation. Although not rated highly, the 
respondents also suggested a professional approach and fair treatment by the HoD as some 
suggestions that would lead to them being motivated in their role as EFAL teachers in a 
deprived environment. Figure 4.5 illustrates the motivating practices suggested by the 
teachers when ranked from most suggested activity to least suggested activity. The two 
practices valued most by the teachers were to receive acknowledgement and support from 
their HoD (32%), followed by good communication and feedback (26%).      
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Figure 4.5: Motivating practices by HoDs as identified by respondents 
In the last section of the questionnaire (Section D), the respondents were given a list 
of motivating statements derived from literature. The participants were asked to choose the 
four statements that would motivate them the most in their role as EFAL teachers. They 
were, furthermore, asked to rank their chosen statements from 1-4 in the order that they 
motivate them the most. Figure 4.6 illustrates the ranking of the respondents of the 12 
statements: 
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Figure 4.6: Motivating factors related to the practices of a HoD 
As evident from Figure 4.6, the statements singled out by the respondents as number 
1 in their motivation are: ‘Having a good relationship with my HoD’, ’Being fairly treated 
by my HoD’ and ‘having an HoD who is knowledgeable on EFAL matters’. The 
statements perceived as the second most motivating factors included: ‘Receiving feedback 
from my HoD about the effectiveness of my performance’. Standing on position 3 as  
motivating statements are: ‘Having an HoD who gives clear guidance on what has to be 
done’, ’Being included by the HoD in planning and goal setting process’ and ‘Having an 
HoD who encourages EFAL teachers to work as a team’. Lastly, the fourth ranked 
statement is ‘Having a HoD who is responsive to suggestions and grievances’. 
  
0 2 4 6 8 10 12 14
A. Having a good relationship with my HoD
B. Being fairly treated by my HoD
C. Having an HoD who is responsive to…
D. Receiving feedback from my HoD about the…
E. Having an HoD who gives clear guidance on…
F. Being included by the HoD in planning and…
G. Being recognized by my HoD for my teaching…
H. Having an HoD who is knowledgable on EFAL…
I. Being allocated a variety of grades to teach
J. Being allocated an equal number of periods
K. Having an HoD who encourages teamwork
L. Having an HoD who encourages good…
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4.6 DISCUSSION OF THE RESULTS 
4.6.1 Organizational practice factors          
4.6.1.1 Interpersonal relationships 
Teachers put a high value on their relationship with colleagues. Education is a 
cooperative activity concerned with imparting knowledge, skills and values to learners by a 
group of teachers. Thus, meaningful interpersonal relations between teachers are essential 
for learner success. The need for good interpersonal relationships in the context of teaching 
is well-documented and proposed in related motivational theories. McClelland’s theory 
states that employees have a need for affiliation (N-AFF), and as a result, teachers desire 
affiliation to the team with whom they share a professional relationship based on mutual 
trust and cooperation. Elderfer’s Existence, Relatedness and Growth theory focuses on the 
desire of the employee for relatedness, namely the desire to maintain interpersonal 
relationships (Kroth, 2007). The working atmosphere and collegial relations has been 
reflected in Yau (2010) as one of the major aspects affecting teacher motivation, while 
Suslu (2006) has identified poor relationships with colleagues and management as amongst 
the negative influences on teacher motivation.  
The results of this study assure the EFAL HoD that the creation of interpersonal 
relationships is valued and treasured by the EFAL teachers. Interpersonal relationships 
were rated higher by the cohort of teachers compared to other motivating factors with an 
average mean of 4.55. The creation of positive interpersonal relationships by the HoD is 
one valued trait that the EFAL HoD needs to establish in order to motivate the teachers. 
Although van der Westhuizen (1991) has noted that variables such as the age and gender of 
the teacher, the number of years in the teaching profession and class size affect job 
112 
 
 
motivation of teachers, this study has established that all teachers, regardless of their 
personal and job characteristics, place a high value on the creation of interpersonal 
relationships. 
4.6.1.2 Recognition 
Alderman (2008) acknowledges that the achievement of a goal should be enhanced 
by recognition, rewards and participation in goal setting. The reinforcement theory further 
implies that a HoD should create a working environment with increased responsibility and 
challenges for the educators to excel beyond their comfort zones and, as excelling is 
established it should be rewarded with recognition and praise, since these factors 
encourage the worker to repeat the excelling behaviour. 
This is evident in the results of this study in that recognition with a mean score of 
4.36 is regarded as the third most valued motivating factor that the HoD can practise to 
keep EFAL teachers optimally motivated. With regard to the third hypothesis (there is no 
relationship between personal and job characteristics and recognition as a motivating 
factor) the study found that no relationship exists between these variables and the 
recognition provided by the HoD. Therefore, the EFAL HoD should provide recognition 
regardless of the age, gender, teaching experience, class size and the teaching phase of the 
teacher. 
4.6.1.3 The nature of the work itself  
The Herzberg’s motivation theory postulates that the content of a person’s job is the 
primary source of motivation (Spector, 1997). The needs-based theories of motivation also 
acknowledge that employees satisfy a variety of needs through their work and derive 
satisfaction from the job content (Jex & Britt, 2008). 
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This is evident in the results of this study as the work itself, with a mean score of  
3.85, is regarded as the fourth most valued motivating factor that keep EFAL teachers 
optimally motivated. With regard to the fourth hypothesis (there is no relationship between 
personal and job characteristics and work itself as a motivating factor), the study found that 
no relationship exists between these variables and the work itself as a motivating factor. 
Therefore, the EFAL HoD should take cognizance of the fact that the work itself is a 
motiving factor regardless of the age, gender, teaching experience, class size and the 
teaching phase of the teacher. However, the HoD has to note that, although teachers are 
motivated by the work they do, if there is any perceived inequity between the amount of 
effort they are providing and the reward the teachers receive, they will be motivated to do 
more or less work. 
4.6.2 The environmental influence   
The environment in which the teachers function influences their needs. The 
environment or the context in which the teachers function can be described in terms of the 
macro-environment and the micro-environment (Bennell & Akyempong, 2007). The 
macro-environment entails aspects such as policy, control of the teachers over the 
curriculum, and autonomy. The micro-environment refers to aspects in the context of the 
specific school in which they function.  
4.6.2.1 Physical working environment  
The physical environment has been identified as a factor that influences the 
motivation of teachers. Poor physical working conditions such as inadequate furniture, 
overcrowded classes, teaching resources that are not up to standard and a lack of audio-
visual aids were all identified as demotivating factors. The unavailability of teaching and 
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learning resources in the light of the higher learner-teacher ratios, as indicated in the 
discussion of the biographical factors. places a further restriction on teacher motivation. 
Teachers, furthermore, want to be provided with opportunities to experiment and innovate 
in their classes, but the unavailability of crucial teaching resources to enhance the 
teaching/learning experience is a great hindrance. The need within teachers for self-
actualisation, as proposed by Maslow’s theory and Herzberg‘s two-factor theory, discussed 
in Chapter Two is not satisfied, which could lead to demotivation. 
4.6.2.2 Management at the school  
Teachers expect some actions from their HoDs in order to be motivated to engage 
professionally in accomplishing the outcomes they value (the rewards for their professional 
actions). Some of the expectations identified in the study in the context of EFAL teaching 
in educationally deprived communities include the establishment of teacher-HoD trust; 
valued professional goals; growth and development.  
Steyn (2002) notes that the level of motivation of a teacher is related to his 
perception of equity and fairness practised by the management (HoD), and the greater the 
fairness perceived, the higher the motivation and vice versa. On the other hand, teacher 
supervision that is based on hierarchical structures which result in limited participation, 
delegation and communication by teachers with respect to major school management 
functions results in feelings within teachers that they are being coerced. As a result, 
teachers will resist such acts and their demotivation gets worse (Hofmeyer, 1992). 
With reference to this study, supervision with a mean score of 4.41 has been rated as 
the second most valued motivating factor by the EFAL teachers. With regard to the second 
hypothesis (there is no relationship between personal and job characteristics and the 
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supervision provided by the HoD as a motivating factor), this study found that no 
relationship exists between these variables and the supervision provided by the HoD. 
Therefore, the EFAL HoD should provide fair supervision regardless of the age, gender, 
teaching experience, class size and the teaching phase of the teacher.  
4.7 CHAPTER SUMMARY  
The research findings presented in this chapter identified various motivating and 
demotivating factors in the context of EFAL teaching at schools situated in educationally 
deprived communities. The findings also presented actions by HoDs that motivate and 
demotivate EFAL teachers in the above context. The teachers, furthermore, identified 
activities and practices that they perceived as motivating that could be incorporated in the 
recommendations to HoDs concerning their role in teacher motivation.  
The next chapter provides an overview of the findings and conclusions on teacher 
motivation in the specific context of teaching in schools situated in educationally deprived 
communities, as well as recommendations for further research.  
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CHAPTER FIVE 
DISCUSSION AND CONCLUSION 
 
5.1 INTRODUCTION  
A mix-methods study concerning the support that a HoD can offer EFAL teachers 
to motivate them in engaging in their teaching of EFAL to learners from educationally 
deprived communities was conducted to answer the research questions set in Chapter One. 
A concurrent mix-methods research design consisting of the simultaneous collection of 
both quantitative and qualitative data, using a questionnaire, was employed with the aim of 
developing a deeper understanding of the factors that motivate and demotivate EFAL 
teachers and their expectations of their HoD concerning their motivation to perform their 
job.  
The aim of this chapter is to discuss the results (presented in Chapter Four) of the 
mix-methods study described in Chapter Three. The findings will be presented in a 
narrative format according to the general motivational model (Chapter Two) adapted to fit 
the context of the study and the results that emerged from the data and reported in Chapter 
Four. The discussion of the findings will be supplemented with a list of recommendations 
to EFAL HoDs regarding their role in the motivation of teachers in their departments. This 
is followed by a discussion on the limitations of the study and recommendations for further 
research.  
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The initial conceptual framework formulated in Chapter One informed the 
formulation of the research question and consequent sub-questions. The main research 
question formulated in Chapter One to operationalize the purpose of the study was:  
What can the HoD do to support the motivation of EFAL teachers in high 
schools situated in educationally deprived communities? 
The mixed data collected by means of the questionnaire put to EFAL teachers teaching in 
schools that are situated in educationally deprived communities provided the answers to 
the set of sub-questions formulated: 
 What factors motivate EFAL teachers in high schools situated in educationally 
deprived communities where isiXhosa is the home language of the learners?  
 What factors demotivate EFAL teachers in high schools situated in educationally 
deprived communities where isiXhosa is the home language of the learners? 
 Do any differences exist in the importance that the EFAL teachers attribute to 
recognition, supervision, the job itself and interpersonal relationships as motivating 
factors with regard to personal characteristics (age, gender and teaching experience) 
and job characteristics (class size and class phase)? 
 What expectations do these teachers have from their HoD in terms of motivation? 
 What recommendations can be formulated for the HoD of an EFAL department of 
high schools situated in educationally deprived communities with regard to 
supporting the motivation of teachers?  
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The findings of the concurrent mix-methods study led to the amendment of the initial 
conceptual framework described in Chapter One to an amended version of the general 
motivational model, taking into consideration the particular context of EFAL teaching in 
South African schools situated in educationally deprived communities.  
5.2 MOTIVATIONAL MODEL ADAPTED FOR EFAL TEACHER 
MOTIVATION  
The purpose of the study was twofold. The first purpose was to determine the role 
of the Head of Department in maintaining the motivation of English first additional 
language teachers in deprived communities. The role of the Head of Department will 
depend on factors that motivate and demotivate EFAL teachers and the influence of 
demographic factors on the motivators and demotivators reported by the participants. The 
second purpose was to establish the expectations that EFAL teachers have of their Heads 
of Departments in order to gain an understanding of the role that the Head of Departments 
can play in the motivation of the EFAL teachers teaching in schools situated in 
educationally deprived communities. This study not only aimed at presenting the findings 
but to also develop recommendations that can be formulated for the Head of Departments 
of English first additional language department of  high schools situated in educationally 
deprived communities with regard to supporting the motivation of teachers. 
 The first three research questions enabled me to collect the data required to achieve 
the purpose of identifying the motivating and demotivating factors influencing EFAL 
teachers teaching in schools situated in educationally deprived communities. The factors 
revealed in the study are discussed below using the general motivational model of Drafke 
and Kossen (1998, p. 275) as framework (Figure 5.1). The main argument behind the 
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general motivational model is that the motivation process may be regarded as an incentive 
which causes action (Drafke & Kossen, 1998, p. 275). The ability of the person (level of 
knowledge and skills) then blends with the effort of the person on a certain level of 
performance. Rewards (or outcomes) result from motivated activity and may come from 
the external environment in the form of praise or promotions or from the internal 
environment, such as a sense of achievement which results from the ability to accomplish a 
goal.  
It is important at this point to draw attention to the impact of both positive and 
negative feedback on the motivation of the teacher. The teacher may either be motivated or 
demotivated by the presence (or absence) of some factors. It is also important to notice that 
motivation and demotivation are not two points on a continuum. The absence of some 
factors that were identified as motivating factors would not necessarily lead to 
demotivation. It is, at best, the absence of motivation.   
Figure 5.1: The general motivational model of Drafke and Kossen (1998) 
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5.2.1 Influence of personal characteristics on motivational factors  
The findings of the study revealed that there is no relationship between personal 
characteristics such as gender, age, teaching experience and the motivating and 
demotivating factors reported by the respondents.  
5.2.2 Motivational needs of teachers 
Within the school context, Smith (1992) identifies two categories of teacher needs: 
basic needs (these needs include being able to maintain a reasonable standard of living 
with a sense of stability and reassurance for the future) and motivational needs. 
Motivational needs are associated with achievement, friendship and power. In the 
motivational model of Drafke and Kossen (1998), a teacher is argued to experience a need 
or a motive that stimulates a behavioural response by the teacher, resulting in a 
professional act. As the professional action by the teacher is driven or guided by the need 
or motive, it is of the utmost importance to have a better understanding of the needs that 
were identified by the participants as their driving forces. The needs identified by the 
participants in the study focused on the need for belonging or relatedness (Kroth, 2007), 
the need for self-actualisation or growth and development, in the form of professional 
autonomy (Day, Elliot & Kington, 2005; Evans, 2000) and teacher autonomy that leads to 
feelings of responsibility and which acts as high internal motivation (Hoy & Miskel, 1996). 
The findings are consistent with Maslow’s hierarchy of needs as discussed in Chapter 2.  
From the findings of the study, the aspects that account for intrinsically inspired 
motivation are feelings of accomplishment, competence and achievement, job autonomy, 
personal growth, self-esteem and self-fulfilment. On the other hand, factors that account 
for extrinsically inspired motivation are: salary, education policy and reforms, interest, 
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success, feedback, level of concern and conditions of service (job security, physical 
working conditions, and amount of work, available facilities and resources).  
In summary, the following main factors were identified as influencing teachers in 
the context of EFAL teaching in educationally deprived communities:  
 The culture of teaching and learning of the school. 
 The interaction by the teachers with the learners, colleagues and HoD. 
 Recognition and feedback associated with supervision of curriculum 
implementation.  
 Professional development. 
These factors are all related to intrinsic motivation, mostly within the higher order 
needs of Maslow’s theory, and the satisfiers of Hertzberg’s theory.  
In the motivational model, a teacher experiences a need that creates a tension that 
again motivates the teacher to strive towards reducing or eliminating the experienced 
tension. Three sets of factors are proposed to influence the direction of the professional 
effort of the teacher: environmental influences (both macro- and micro-contextual factors), 
the past and present expectations of the teachers, and the presence of incentives and 
professional goals. Each of these sets of factors is discussed in more detail in the sub-
section to follow. 
5.2.3 Environmental influences 
The environment in which the teachers function influences their needs, but also the 
direction of the effort. Using the description of Dörnyei (2001a), the environmental factors 
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that would influence teacher motivation can be described as either macro-influences, which 
are prevalent at societal level and come from politicians, parents and media, or micro-
influences, which come from the particular school in which the teacher works.  
The macro-environmental influences reported by the participants of this study were 
the involvement of the parents, teacher autonomy, recognition and policies. Recognition 
has been identified as a motivational macro-factor, whereas the lack of recognition, lack of 
teacher autonomy, the absent or negative involvement of parents in school activities and 
the policy of the Department of Education to condone learners were identified as 
demotivating factors.  
The micro-environmental influences identified in this study include the 
relationships with colleagues, the relationships with the learners (discipline of the 
learners), the availability of quality instructional or teaching and learning resources, the 
physical working conditions at the school, the workload of the teachers, the management 
and leadership practices at the school, and the instructional leadership provided by the 
HoD as factors that influence motivation and demotivation. Positive interactions with 
learners that are interested and enthusiastic to learn, are punctual, respectful, passionate 
about English, and that achieve academically were identified as the most important and 
most frequently mentioned motivating factors for EFAL teachers. Against the background 
of the fact that teachers derive the most enjoyment from their learners, at the same time 
teachers identified their learners as one of their greatest frustrations. From the responses of 
the teachers it became clear that the extent to which learners are motivated has an impact 
on teacher motivation. Motivated learners display an interest in activities, work diligently, 
stick with tasks and perform well (Pintrich & Schunk 1996), whereas demotivated learners 
do not do their homework, are lazy, passive, do not do any extra work, and absent 
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themselves from school without valid reasons. Teachers thus desire to have motivated 
learners as it increases their own professional enjoyment and motivation (Stenlund 1995).  
The academic under-preparedness of the learners to learn EFAL; the lack of 
motivation to learn displayed by the learners and the lack of discipline of the learners were 
identified, together with the lack of instructional leadership by the HoD, as the two most 
important demotivating factors. These demotivating factors were followed by the lack of 
management and supervision by the HoD as the third most frequently identified 
demotivating factor by the participants.   
5.2.4 Expectations of the teachers  
The past and present expectations of the teachers are argued to influence their 
motivation and, as such, the direction of their professional effort:  
Motivating expectations 
 Experiencing teacher autonomy 
 Teacher empowerment  
 Recognition and appreciation  
 Effective relationships with colleagues; cohesive groups; collaborative work  
 Professional conduct by the HoD 
 Disciplined and motivated learners  
 Supervision and guidance from the HoD  
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 Instructional leadership from the HoD 
The teachers in this study voiced their expectations (to the EFAL HoD) to share in 
decision-making within their department. The more they share in decision-making; the 
greater their motivation and the higher their self-esteem. The more teachers are empowered 
to make their own choices in how they complete their work; the greater their perception 
that they are achieving their goals through their own efforts. On the other hand, when 
teachers are not given the opportunity to voice their opinions and views, or to participate in 
decision-making concerning their learners and their work, they feel less appreciated and 
become demotivated.  
Demotivating influences on expectations  
 Lack of trust  
 Unprofessional/unethical practices by the HoD 
 Unsupportive colleagues  
 Demotivated learners  
Teachers expect their HoDs to lead and supervise them in a professional manner, to create 
a working environment that is conducive to co-operation, where a supportive relationship 
amongst colleagues is established while demotivating factors from the learners are 
eliminated.  
5.2.5 Incentives and goals 
Incentives are factors that potentially influence or alter the motives of people. In the 
context of this study incentives are the actions of the HoD that enable a reward for desired 
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behaviour or results. Incentives fall into three groups: material incentives (tangible rewards 
for a performance), purposive incentives (actions that lead to experiencing satisfaction 
from achieving valued goals), and solidary incentives (related to individual motivation 
associated with the desire to hold membership in a community) (Finnigan & Gross, 2007; 
Greenberg & Liebman, 1990). Providing teachers with autonomy is a purposive incentive 
that leads to teachers experiencing satisfaction and feeling valued. One teacher commented 
that: 
“being allowed to decide on what has to be done gives me self-independence and 
belief that the management trust me”.  
Goal-setting as a motivational process, on the other hand, establishes standards of 
judgement that relate to self-efficacy and outcome expectations (Hoy & Miskel, 1996). A 
set goal and anticipating outcomes for one’s actions act as driving forces for people to act 
(Woolfolk, 2001). Through collaboration, collegiality, co-operation and collective creative 
problem-solving, it is clear that teachers feel energised and filled with a willingness and 
commitment to work towards their shared goals (McEwan, 2003).   
5.2.6 Effort and ability  
The effort and ability of teachers requires professional development to ensure that 
the teachers keep their ability in line with the experienced need or motive. Knowledge and 
skills act as moderators for motivation (Hoy & Miskel, 1996). The teachers in this study 
have voiced their need for school and Departmental workshops to update their knowledge 
and skills. 
 
126 
 
 
 
 
5.2.7 Rewards  
Rewards can further be thought of as being extrinsic (pay; bonus; fringe benefits; 
promotions) or intrinsic (appreciation; recognition; satisfaction to complete a task 
successfully; autonomy) (Ajila & Abiola, 2004). 
5.2.8 Receiving feedback on professional performance  
To receive feedback on the performance provides the teacher with knowledge of the 
results of his or her efforts.   
5.3 RECOMMENDATIONS TO HODS REGARDING THEIR ROLE IN 
TEACHER MOTIVATION   
Based on the findings from the responses of the teachers to the research questions, 
the following recommendations were identified to assist HoDs in their role as teacher 
motivators to EFAL teachers who teach at schools situated in educationally deprived 
communities.   
Recommendation 1: Provide instructional leadership  
A relationship has been identified between the provision of instructional leadership 
and teacher motivation. Instructional leadership is about leading the professional learning 
and growth of teachers. It is recommended that the HoD should monitor or supervise 
instruction and curriculum implementation. Supervision has been rated as the second most 
valuable motivating practice by EFAL HoDs. As the study could not establish a 
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relationship between gender, age, teaching experience, class size and the phase in which 
teachers teach and supervision as a motivating factor, it seems that the HoD could provide 
fair supervision to all teachers regardless of these identified personal characteristics.  
The HoD should communicate shared professional and curricular goals to the 
teachers in the department. The process of goal sharing and the clarification of goals, 
which are defined, redefined and re-conceptualised in view of what the teachers valued, 
based on a concepts of ‘collective intelligence’, as proposed by Heifetz and Laurie (1997), 
creates consensus and commitment among teachers. It ensures a feeling of ownership and 
belonging.  
Recommendation 2: Provide effective management of the department  
Together with the teachers, the HoD has to manage the discipline of learners Positive 
interactions with learners that are interested and enthusiastic to learn, are punctual, 
respectful, passionate about English, and that achieve academically were identified as the 
most important and frequently mentioned motivating factor for EFAL teachers 
The HoD has to find a way to mobilise and manage instructional resources 
(teaching and learning materials, financial resources, and human resources) for the school. 
Carefully managed resources tend to motivate teachers. This is congruent with the findings 
reported by Lethoko, Heystek & Maree (2001). In many South African schools teachers 
are faced with a lack of instructional resources or resources of poor quality. The lack of 
suitable resources of quality was identified as a demotivating factor. Furthermore, the HoD 
together with the SMT has to manage the school environment (physical working conditions 
of the teachers).   
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Recommendation 3: Establish and maintain teacher-HoD trust   
Consideration of leaders who show concern about the feelings of subordinates and 
who treat people with respect and dignity has been positively associated with motivation 
and acceptance (Chung, 1977). A teacher-HoD trust relationship has to be established and 
maintained. 
Recommendation 4: Provide praise, recognition and feedback  
Teachers expect to have the autonomy to experiment and develop classroom 
practices that suit their particular group of learners, based on the professional training they 
have received. Teachers are demotivated when decisions are made about their own learners 
without their input and professional opinion (Day, Elliot & Kington, 2005). In addition to 
providing feedback, the HoD should guide the teachers, monitor the implementation of the 
curriculum and challenge the quality of teaching practices without dictating or prescribing 
that practice.  
Recommendation 5: Support and empower teachers   
Teachers should be supported and empowered in their professional practice to 
participate in the planning and decision–making processes of the school. Empowered 
teachers are reported to be motivated teachers because their morale increases, and they 
develop a shared sense of purpose (Muijs & Harris, 2003). Teachers must be given 
reasonable power to participate and share in decision-making and planning regarding the 
setting and achievement of school goals and policies. This sends the message that teachers 
are deemed to be professionals.  
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It furthermore provides teachers with opportunities to engage with autonomy in 
professional dialogue as part of a team. A strong sense of trust and commitment towards a 
shared purpose is developed within a community of professional learners (the teachers and 
HoD), aligning the teaching practice and professional identity of the teachers to the goals 
of the school.  
5.4 LIMITATIONS OF THE STUDY  
There were limitations identified in the study, although a conscious effort was made 
to do a well-planned and thorough research study. The most pre-dominant shortcoming of 
the study was the limitation imposed by the geography of the sample. This study was 
conducted with participants who attended a workshop for EFAL teachers and, as such, the 
study is limited to EFAL teachers in the Nelson Mandela Metropole. By collecting the data 
from participants while they participated in a DoE workshop saved data collection time 
and ensured a high response rate. Conclusions can therefore not necessarily be generalised 
to other contexts. However, the results of this investigation may be useful in future 
planning around the provision of professional development of EFAL HoDs.  
5.5 RECOMMENDATIONS FOR FURTHER RESEARCH 
The present research finding are concerned with the support that a HoD can offer 
EFAL teachers to motivate them in engaging in their teaching of EFAL to high school 
learners from educationally deprived communities. Whether the same, or similar, results 
(as in this study) can be arrived at if the study is replicated in a different context remains an 
open question. Further studies are needed to understand teacher motivation in the 
educationally deprived rural areas of the Eastern Cape Province. 
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Furthermore, positive interactions with learners that are interested and enthusiastic to 
learn, are punctual, respectful, passionate about English, and that achieve academically 
were identified as the most important and frequently mentioned motivating factors for 
EFAL teachers. Research on the role that the HoD can play in supporting teachers with 
regard to maintaining the discipline of the learners effectively in the absence of corporal 
punishment, need to be investigated further. This has implications for teacher motivation 
and demotivation. Lastly, a comparative study of the motivation of EFAL teachers for 
teachers teaching in private and public schools should provide interesting results. 
5.6 CONCLUSION 
Teacher motivation is essential for learner motivation. Learners also need motivation 
to achieve. The purpose of this study was to determine the role of the Head of Department in 
maintaining the motivation of English first additional language teachers in deprived communities. 
The role of the Head of Department depended on factors that motivate and demotivate EFAL 
teachers and the influence of demographic factors on the motivators and demotivators reported by 
the participants. The second purpose was to establish the expectations that EFAL teachers have of 
their Heads of Departments in order to gain an understanding of the role that the Head of 
Departments can play in the motivation of the EFAL teachers teaching in schools situated in 
educationally deprived communities. This study not only aimed at presenting the findings but to 
also develop recommendations that can be formulated for the Head of Departments of English first 
additional language department of  high schools situated in educationally deprived communities 
with regard to supporting the motivation of teachers. 
The investigation was undertaken by means of a concurrent mix-methods research 
design, generating mixed data by means of a questionnaire administered to EFAL teachers 
in the Nelson Mandela Metropole. The quantitative data were statistically analysed, while 
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content analysis was used to analyse the qualitative data. The findings of the study led to 
the amendment of the general motivational model for the context of EFAL teacher 
motivation. This study also provides some guidelines for EFAL HoDs in the South African 
context to establish and support teacher motivation and, in particular, the motivation of 
EFAL teachers. It has been concluded that HoDs are in need of focussed professional 
development that includes the areas identified by the study. 
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APPENDIX A: SCHOOL PRINCIPAL CONSENT FORM  
 
 
 
 
 
 
 
The role of the English as First Additional Language HoD in maintaining motivation of teachers  
School Principal Consent Form 
 
I give consent for you to approach the teachers of the English as First Additional Language (EFAL) department 
to participate in the study on the role of the Head of Department in maintaining the motivation of teachers 
responsible for teaching EFAL in deprived communities.  
I have read the Project Information Statement explaining the purpose of the research project and understand 
that: 
 The role of the school is voluntary 
 I may decide to withdraw the school’s participation at any time without penalty 
 EFAL teachers will be invited to participate and that permission will be sought from them and also from 
their parents.  
 Only teachers who consent will participate in the project 
 All information obtained will be treated in strictest confidence.  
 The teachers’ names will not be used and individual teachers will not be identifiable in any written reports 
about the study.  
 The school will not be identifiable in any written reports about the study.  
 Participants may withdraw from the study at any time without penalty. 
 
__________________________   ___________________________ 
Principal      Signature 
__________________________    
 Date 
• PO Box 77000 •  Nelson Mandela Metropolitan University 
• Port Elizabeth • 6031 •  South Africa •  www.nmmu.ac.za 
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APPENDIX B – PERMISSION FROM THE DEPARTMENT OF EDUCATION TO 
CONDUCT RESEARCH 
 
 
146 
 
 
APPENDIX C - RESEARCH QUESTIONNAIRE 
 
 
THE ROLE OF THE HEAD OF DEPARTMENT IN MAINTAINING 
THE MOTIVATION OF ENGLISH FIRST ADDITIONAL 
LANGUAGE TEACHERS IN EDUCATIONALLY DEPRIVED 
COMMUNITIES  
 
 
Project Information Statement 
My name is Sakhiwo Nombewu and I am a Master’s student in Education at the 
Nelson Mandela Metropolitan University (NMMU). I am conducting research on 
the role of the EFAL Head of Department in maintaining teacher motivation under 
the supervision of Mrs Elsa Lombard. The Eastern Cape Department of Education 
has given approval to approach schools and teachers for my research. A copy of 
their approval is available on request. This study meets the requirements of the 
Research Ethics Committee (Human) of the NMMU.   
 
The research aim to: 
 determine the role of the HoD in maintaining the motivation of EFAL teachers in 
educationally deprived communities.   
 elicit from the teachers responsible for teaching English as a FAL measures that might 
be applied by the HoD to sustain or nurture their motivation.  
 derive from the teachers recommendations that can be given to the HoD in a deprived 
community to foster the motivation of teachers responsible for teaching English as a 
FAL.              
 
Significance of the Research Project 
The research is significant in two ways: 
1. It will provide information about factors that motivate and de-motivate English FAL 
teachers who teach in deprived environments.  
2. The knowledge about motivating and de-motivating factors will feed into a set of 
recommendations for HoDs enabling to provide leadership to their departments.  
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INFORMATION AND INFORMED CONSENT FORM 
I, the participant and the undersigned hereby confirms that I was invited to participate in 
the above mentioned research project. 
It was explained to me that the investigator is gathering data by means of a questionnaire 
with the purpose of gaining information from the educators on the recommendations that 
may be given to the HoD of a language department on maintaining the motivation of 
teachers teaching English as a FAL in a deprived communities. 
I have read the project information statement explaining the purpose of the research project 
and understand that: 
 Participation is voluntary.  
 I can withdraw from the study at any time without penalty. 
 All information obtained will be treated confidentially. My identity will not be revealed 
in any discussion, description or scientific publications by the investigator.  
 I may seek further information on the project from Sakhiwo Nombewu (0734804389). 
 
______________________                                                _____________________ 
Signature of Participant                                                     Date 
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INSTRUCTIONS ON ANSWERING THE QUESTIONNAIRE: 
 Please respond to all questions as honesty as possible. 
 There is no right or wrong answer. 
Section A:   Biographical information 
Instructions:  Please complete the following information: 
 
1. Indicate your gender.   
 
 
2. Indicate your age in years.   
 
3. Indicate the total number of years you have been teaching EFAL.   
 
 
4. Indicate number of learners in your largest EFAL class.  
 
 
5. Indicate number of learners in you smallest EFAL class.   
 
6. Please indicate with an X the grade/s you are currently teaching EFAL. 
8  9  10  11  12  
 
Section B: Open ended questions. Respond to these questions in as much detail as you 
wish. 
Think of the school where you are currently working and list the two most important 
factors that positively motivates you in your job as an EFAL teacher. 
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………… 
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Think of the school where you are currently working and list the two most important 
factors that de-motivates you in your job as an EFAL teacher. 
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………… 
Think of a time when, in your relationship with you HoD, something very favourable 
and positive happened that made you feel highly motivated about your teaching and 
your relationship with your HoD. 
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………… 
Think of a time when, in your relationship with you HoD, something very unfavourable 
and negative happened that made you not feel motivated about your teaching and your 
relationship with your HoD. 
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
What do you feel your HOD can do that would lead to you being motivated in your role 
as an EFAL teacher in a deprived environment. 
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………… 
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Section C: The following statements relate to factors that may affect your personal 
motivation as an EFAL teacher. Please indicate how much you agree or disagree with each 
statement by putting an X on the appropriate response. 
1. Having a good relationship with my HoD motivates me. 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
2. Being fairly treated by my HoD motivates me.  
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
3. Having a HoD who is responsive to suggestions and grievances motivates me. 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
4. Having a HoD who gives clear guidance motivates me. 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
5. Receiving feedback from my HoD about the effectiveness of my performance motivates me.  
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
6. Being included in the departmental goal setting process by my HoD motivates me. 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
7. Having a HoD who is knowledgeable on EFAL subject matters motivates me. 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
8. Being recognized by my HoD for my teaching accomplishments motivates me 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
9. Being allocated a variety of grade to teach motivates me.  
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
10.  Being allocated an equal number of periods as my EFAL colleagues motivates me.  
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
11.  Having a HoD who encourages EFAL teachers to work as a team. 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
 
12.  Having a HoD who encourages good relationship with my EFAL colleagues. 
Strongly agree Disagree Neither agree or 
disagree 
Agree Strongly agree 
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Section D: Rank the following statements in order of importance to your motivation as an 
EFAL teacher. 
                           Statement 
 
A. Having a good relationship with my HoD. 
B. Being fairly treated by HoD. 
C. Having a HoD who is responsive to suggestions and grievances. 
D. Receiving feedback from my HoD about the effectiveness of my performance. 
E.  Having a HoD who gives clear guidance on what has to be done. 
F. Being included by the HoD in planning and goal setting process.  
G. Being recognized by my HoD for my teaching accomplishments. 
H. Having a HoD who is knowledgeable on EFAL subject matters motivates me. 
I. Being allocated a variety of grade to teach motivates me. 
J. Being allocated an equal number of periods as my EFAL colleagues motivates me.  
K. Having a HoD who encourages EFAL teachers to work as a team. 
L. Having a HoD who encourages good relationship with my EFAL colleagues. 
 
 
From the statements above choose the 4 statements that would motivate you the most in 
your role as EFAL teacher. Next to the numbers below write the letter of the statement in 
the order that they motivate you.   E.g.   1.   J 
1. …………………….. 
2. …………………….. 
3. …………………….. 
4. …………………….   
 
Thank you for your cooperation and time.  
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APPENDIX D: RAW CONTINGENCY TABLES   
 
Interpersonal and personal characteristics 
Interpersonal relationships and gender 
Crosstab 
  
Having a good relationship with my 
HoD (Q1) 
Total D/N A SA 
Gender Male Count 1 18 12 31 
% within 
Gender 
3.2% 58.1% 38.7% 100.0% 
Female Count 4 14 29 47 
% within 
Gender 
8.5% 29.8% 61.7% 100.0% 
Total Count 5 32 41 78 
% within 
Gender 
6.4% 41.0% 52.6% 100.0% 
       Chi-Square Tests 
   
  Value Df 
Asymp. 
Sig. (2-
sided) Practical significance 
Pearson Chi-
Square 
6.333a 2 .042 Cramer's V: < 0.3 Small 
N of Valid Cases 78     
 
0.3-0.49 Medium 
a. 2 cells (33.3%) have expected count less than 5. The minimum 
expected count is 1.99. 
 
0.5+ Large 
Cramer's V is calculated only for statistical significant results - at the 10% level (p<0.10) and 5% level 
(p<0.05) 
Symmetric Measures 
   
  Value 
Approx. 
Sig. 
   Nominal by 
Nominal 
Phi .285 .042 
   Cramer's V .285 .042 
   N of Valid Cases 78   
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Crosstab 
  
Encourage EFAL teachers to work as 
a team (Q11) 
Total D/N A SA 
Gender Male Count 2 14 15 31 
% within Gender 6.5% 45.2% 48.4% 100.0% 
Female Count 2 11 34 47 
% within Gender 4.3% 23.4% 72.3% 100.0% 
Total Count 4 25 49 78 
% within Gender 5.1% 32.1% 62.8% 100.0% 
Chi-Square Tests 
   
  Value Df 
Asymp. Sig. 
(2-sided) 
   Pearson Chi-Square 4.641a 2 .098 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum 
expected count is 1.59. 
   
       Symmetric Measures 
   
  Value 
Approx. 
Sig. 
   Nominal by Nominal Phi .244 .098 
   Cramer's V .244 .098 
   N of Valid Cases 78   
    
Crosstab 
  
HoD encourages good relationship 
with colleagues (Q12) 
Total D/N A SA 
Gender Male Count 0 11 20 31 
% within Gender 0.0% 35.5% 64.5% 100.0% 
Female Count 1 15 31 47 
% within Gender 2.1% 31.9% 66.0% 100.0% 
Total Count 1 26 51 78 
% within Gender 1.3% 33.3% 65.4% 100.0% 
       Chi-Square Tests 
   
  Value Df 
Asymp. Sig. 
(2-sided) 
   Pearson Chi-Square .737a 2 .692 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum 
expected count is .40. 
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Interpersonal relationships and age 
Crosstab 
  
Having a good relationship with my 
HoD (Q1) 
Total D/N A SA 
Age 30-39 years Count 1 5 10 16 
% within Age 6.3% 31.3% 62.5% 100.0% 
40-49 years Count 3 20 23 46 
% within Age 6.5% 43.5% 50.0% 100.0% 
50+ years Count 1 7 8 16 
% within Age 6.3% 43.8% 50.0% 100.0% 
Total Count 5 32 41 78 
% within Age 6.4% 41.0% 52.6% 100.0% 
       Chi-Square Tests 
   
  Value Df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square .849a 4 .932 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum 
expected count is 1.03. 
    
Crosstab 
  
Encourage EFAL teachers to work as 
a team (Q11) 
Total D/N A SA 
Age 30-39 years Count 0 7 9 16 
% within Age 0.0% 43.8% 56.3% 100.0% 
40-49 years Count 4 12 30 46 
% within Age 8.7% 26.1% 65.2% 100.0% 
50+ years Count 0 6 10 16 
% within Age 0.0% 37.5% 62.5% 100.0% 
Total Count 4 25 49 78 
% within Age 5.1% 32.1% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 4.277a 4 .370 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum 
expected count is .82. 
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Crosstab 
  
HoD encourages good 
relationship with colleagues 
(Q12) 
Total D/N A SA 
Age 30-39 years Count 0 6 10 16 
% within Age 0.0% 37.5% 62.5% 100.0% 
40-49 years Count 1 12 33 46 
% within Age 2.2% 26.1% 71.7% 100.0% 
50+ years Count 0 8 8 16 
% within Age 0.0% 50.0% 50.0% 100.0% 
Total Count 1 26 51 78 
% within Age 1.3% 33.3% 65.4% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 3.721a 4 .445 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum 
expected count is .21. 
    
Interpersonal relationships and teaching experience 
Crosstab 
  
Having a good relationship with my 
HoD (Q1) 
Total D/N A SA 
Exp_new 1-10 years Count 2 4 7 13 
% within Exp_new 15.4% 30.8% 53.8% 100.0% 
11-20 years Count 2 18 27 47 
% within Exp_new 4.3% 38.3% 57.4% 100.0% 
21-30 years Count 1 10 7 18 
% within Exp_new 5.6% 55.6% 38.9% 100.0% 
Total Count 5 32 41 78 
% within Exp_new 6.4% 41.0% 52.6% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 4.197a 4 .380 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum 
expected count is .83. 
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Crosstab 
  
Encourage EFAL teachers to work 
as a team (Q11) 
Total D/N A SA 
Exp_new 1-10 years Count 0 4 9 13 
% within Exp_new 0.0% 30.8% 69.2% 100.0% 
11-20 years Count 3 13 31 47 
% within Exp_new 6.4% 27.7% 66.0% 100.0% 
21-30 years Count 1 8 9 18 
% within Exp_new 5.6% 44.4% 50.0% 100.0% 
Total Count 4 25 49 78 
% within Exp_new 5.1% 32.1% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 2.599a 4 .627 
   N of Valid Cases 78     
   a. 4 cells (44.4%) have expected count less than 5. The minimum 
expected count is .67. 
    
Crosstab 
  
HoD encourages good relationship 
with colleagues (Q12) 
Total D/N A SA 
Exp_new 1-10 years Count 0 4 9 13 
% within Exp_new 0.0% 30.8% 69.2% 100.0% 
11-20 years Count 1 16 30 47 
% within Exp_new 2.1% 34.0% 63.8% 100.0% 
21-30 years Count 0 6 12 18 
% within Exp_new 0.0% 33.3% 66.7% 100.0% 
Total Count 1 26 51 78 
% within Exp_new 1.3% 33.3% 65.4% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square .744a 4 .946 
   N of Valid Cases 78     
   a. 4 cells (44.4%) have expected count less than 5. The minimum 
expected count is .17. 
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Supervision and personal characteristics 
Supervision and gender 
Crosstab 
  
HoD is responsive to suggestions 
and grievances (Q3) 
Total D/N A SA 
Gender Male Count 2 9 20 31 
% within Gender 6.5% 29.0% 64.5% 100.0% 
Female Count 3 15 29 47 
% within Gender 6.4% 31.9% 61.7% 100.0% 
Total Count 5 24 49 78 
% within Gender 6.4% 30.8% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. Sig. (2-
sided) 
   Pearson Chi-Square .074a 2 .964 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum expected 
count is 1.99. 
    
Crosstab 
  
HoD is knowledgeable on EFAL 
subject matters (Q7) 
Total D/N A SA 
Gender Male Count 1 13 17 31 
% within Gender 3.2% 41.9% 54.8% 100.0% 
Female Count 5 12 30 47 
% within Gender 10.6% 25.5% 63.8% 100.0% 
Total Count 6 25 47 78 
% within Gender 7.7% 32.1% 60.3% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 3.153a 2 .207 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum expected 
count is 2.38. 
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Crosstab 
  
HoD gives clear guidance (Q4) 
Total D/N A SA 
Gender Male Count 3 12 16 31 
% within Gender 9.7% 38.7% 51.6% 100.0% 
Female Count 3 15 29 47 
% within Gender 6.4% 31.9% 61.7% 100.0% 
Total Count 6 27 45 78 
% within Gender 7.7% 34.6% 57.7% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square .842a 2 .656 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum 
expected count is 2.38. 
    
Crosstab 
  
HoD treats teachers fairly (Q2) 
Total D/N A SA 
Gender Male Count 1 17 13 31 
% within Gender 3.2% 54.8% 41.9% 100.0% 
Female Count 3 23 21 47 
% within Gender 6.4% 48.9% 44.7% 100.0% 
Total Count 4 40 34 78 
% within Gender 5.1% 51.3% 43.6% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square .522a 2 .770 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum 
expected count is 1.59. 
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Crosstab 
  
Allocated equal number of 
periods as colleagues (Q10) 
Total D/N A SA 
Gender Male Count 7 8 16 31 
% within Gender 22.6% 25.8% 51.6% 100.0% 
Female Count 8 17 22 47 
% within Gender 17.0% 36.2% 46.8% 100.0% 
Total Count 15 25 38 78 
% within Gender 19.2% 32.1% 48.7% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 1.015a 2 .602 
   N of Valid Cases 78     
   a. 0 cells (0.0%) have expected count less than 5. The minimum expected 
count is 5.96. 
    
Supervision and age 
Crosstab 
  
HoD is responsive to 
suggestions and grievances 
(Q3) 
Total D/N A SA 
Age 30-39 years Count 3 3 10 16 
% within Age 18.8% 18.8% 62.5% 100.0% 
40-49 years Count 2 13 31 46 
% within Age 4.3% 28.3% 67.4% 100.0% 
50+ years Count 0 8 8 16 
% within Age 0.0% 50.0% 50.0% 100.0% 
Total Count 5 24 49 78 
% within Age 6.4% 30.8% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 8.472a 4 .076 
   N of Valid Cases 78     
   a. 5 cells (55.6%) have expected count less than 5. The minimum expected 
count is 1.03. 
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Symmetric Measures 
   
  Value 
Approx. 
Sig. 
   Nominal by Nominal Phi .330 .076 
   Cramer's V .233 .076 
   N of Valid Cases 78   
    
Crosstab 
  
HoD is knowledgeable on EFAL 
subject matters (Q7) 
Total D/N A SA 
Age 30-39 years Count 3 4 9 16 
% within Age 18.8% 25.0% 56.3% 100.0% 
40-49 years Count 3 15 28 46 
% within Age 6.5% 32.6% 60.9% 100.0% 
50+ years Count 0 6 10 16 
% within Age 0.0% 37.5% 62.5% 100.0% 
Total Count 6 25 47 78 
% within Age 7.7% 32.1% 60.3% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 4.316a 4 .365 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum expected 
count is 1.23. 
    
Crosstab 
  
HoD gives clear guidance (Q4) 
Total D/N A SA 
Age 30-39 years Count 1 7 8 16 
% within Age 6.3% 43.8% 50.0% 100.0% 
40-49 years Count 4 11 31 46 
% within Age 8.7% 23.9% 67.4% 100.0% 
50+ years Count 1 9 6 16 
% within Age 6.3% 56.3% 37.5% 100.0% 
Total Count 6 27 45 78 
% within Age 7.7% 34.6% 57.7% 100.0% 
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Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 6.263a 4 .180 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum expected 
count is 1.23. 
    
Crosstab 
  
HoD treats teachers fairly (Q2) 
Total D/N A SA 
Age 30-39 years Count 1 9 6 16 
% within Age 6.3% 56.3% 37.5% 100.0% 
40-49 years Count 3 21 22 46 
% within Age 6.5% 45.7% 47.8% 100.0% 
50+ years Count 0 10 6 16 
% within Age 0.0% 62.5% 37.5% 100.0% 
Total Count 4 40 34 78 
% within Age 5.1% 51.3% 43.6% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 2.250a 4 .690 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum expected 
count is .82. 
    
Crosstab 
  
Allocated equal number of 
periods as colleagues (Q10) 
Total D/N A SA 
Age 30-39 years Count 4 4 8 16 
% within Age 25.0% 25.0% 50.0% 100.0% 
40-49 years Count 7 15 24 46 
% within Age 15.2% 32.6% 52.2% 100.0% 
50+ years Count 4 6 6 16 
% within Age 25.0% 37.5% 37.5% 100.0% 
Total Count 15 25 38 78 
% within Age 19.2% 32.1% 48.7% 100.0% 
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Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 1.871a 4 .759 
   N of Valid Cases 78     
   a. 2 cells (22.2%) have expected count less than 5. The minimum expected 
count is 3.08. 
    
Supervision and teaching experience 
Crosstab 
  
HoD is responsive to 
suggestions and grievances 
(Q3) 
Total D/N A SA 
Exp_new 1-10 years Count 2 1 10 13 
% within Exp_new 15.4% 7.7% 76.9% 100.0% 
11-20 years Count 3 14 30 47 
% within Exp_new 6.4% 29.8% 63.8% 100.0% 
21-30 years Count 0 9 9 18 
% within Exp_new 0.0% 50.0% 50.0% 100.0% 
Total Count 5 24 49 78 
% within Exp_new 6.4% 30.8% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 8.106a 4 .088 
   N of Valid Cases 78     
   a. 4 cells (44.4%) have expected count less than 5. The minimum expected 
count is .83. 
   
       Symmetric Measures 
   
  Value 
Approx. 
Sig. 
   Nominal by Nominal Phi .322 .088 
   Cramer's V .228 .088 
   N of Valid Cases 78   
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Crosstab 
  
HoD is knowledgeable on EFAL 
subject matters (Q7) 
Total D/N A SA 
Exp_new 1-10 years Count 2 2 9 13 
% within Exp_new 15.4% 15.4% 69.2% 100.0% 
11-20 years Count 4 15 28 47 
% within Exp_new 8.5% 31.9% 59.6% 100.0% 
21-30 years Count 0 8 10 18 
% within Exp_new 0.0% 44.4% 55.6% 100.0% 
Total Count 6 25 47 78 
% within Exp_new 7.7% 32.1% 60.3% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. Sig. 
(2-sided) 
   Pearson Chi-Square 4.658a 4 .324 
   N of Valid Cases 78     
   a. 4 cells (44.4%) have expected count less than 5. The minimum expected 
count is 1.00. 
    
Crosstab 
  
HoD gives clear guidance (Q4) 
Total D/N A SA 
Exp_new 1-10 years Count 1 4 8 13 
% within Exp_new 7.7% 30.8% 61.5% 100.0% 
11-20 years Count 4 16 27 47 
% within Exp_new 8.5% 34.0% 57.4% 100.0% 
21-30 years Count 1 7 10 18 
% within Exp_new 5.6% 38.9% 55.6% 100.0% 
Total Count 6 27 45 78 
% within Exp_new 7.7% 34.6% 57.7% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. Sig. 
(2-sided) 
   Pearson Chi-Square .351a 4 .986 
   N of Valid Cases 78     
   a. 4 cells (44.4%) have expected count less than 5. The minimum expected 
count is 1.00. 
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Crosstab 
  
HoD treats teachers fairly (Q2) 
Total D/N A SA 
Exp_new 1-10 years Count 1 6 6 13 
% within Exp_new 7.7% 46.2% 46.2% 100.0% 
11-20 years Count 3 24 20 47 
% within Exp_new 6.4% 51.1% 42.6% 100.0% 
21-30 years Count 0 10 8 18 
% within Exp_new 0.0% 55.6% 44.4% 100.0% 
Total Count 4 40 34 78 
% within Exp_new 5.1% 51.3% 43.6% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. Sig. 
(2-sided) 
   Pearson Chi-Square 1.399a 4 .844 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum expected 
count is .67. 
    
Crosstab 
  
Allocated equal number of periods 
as colleagues (Q10) 
Total D/N A SA 
Exp_new 1-10 years Count 2 4 7 13 
% within Exp_new 15.4% 30.8% 53.8% 100.0% 
11-20 years Count 9 14 24 47 
% within Exp_new 19.1% 29.8% 51.1% 100.0% 
21-30 years Count 4 7 7 18 
% within Exp_new 22.2% 38.9% 38.9% 100.0% 
Total Count 15 25 38 78 
% within Exp_new 19.2% 32.1% 48.7% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. Sig. 
(2-sided) 
   Pearson Chi-Square 1.009a 4 .908 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum expected 
count is 2.50. 
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Recognition and personal characteristics 
Recognition and gender 
Crosstab 
  
Receive feedback from HoD about 
effectiveness of performance (Q5) 
Total D/N A SA 
Gender Male Count 2 11 18 31 
% within Gender 6.5% 35.5% 58.1% 100.0% 
Female Count 3 16 28 47 
% within Gender 6.4% 34.0% 59.6% 100.0% 
Total Count 5 27 46 78 
% within Gender 6.4% 34.6% 59.0% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. Sig. 
(2-sided) 
   Pearson Chi-Square .019a 2 .991 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum expected 
count is 1.99. 
                 
 
Crosstab 
  
Included in the departmental 
goal setting process by HoD 
(Q6) 
Total D/N A SA 
Gender Male Count 4 9 18 31 
% within Gender 12.9% 29.0% 58.1% 100.0% 
Female Count 4 12 31 47 
% within Gender 8.5% 25.5% 66.0% 100.0% 
Total Count 8 21 49 78 
% within Gender 10.3% 26.9% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square .622a 2 .733 
   N of Valid Cases 78     
   a. 2 cells (33.3%) have expected count less than 5. The minimum 
expected count is 3.18. 
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Crosstab 
  
HoD recognise teaching 
accomplishments (Q8) 
Total D/N A SA 
Gender Male Count 7 13 11 31 
% within Gender 22.6% 41.9% 35.5% 100.0% 
Female Count 13 9 25 47 
% within Gender 27.7% 19.1% 53.2% 100.0% 
Total Count 20 22 36 78 
% within Gender 25.6% 28.2% 46.2% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 4.896a 2 .086 
   N of Valid Cases 78     
   a. 0 cells (0.0%) have expected count less than 5. The minimum 
expected count is 7.95. 
    
Recognition and age 
Crosstab 
  
Receive feedback from HoD 
about effectiveness of 
performance (Q5) 
Total D/N A SA 
Age 30-39 years Count 1 5 10 16 
% within Age 6.3% 31.3% 62.5% 100.0% 
40-49 years Count 2 17 27 46 
% within Age 4.3% 37.0% 58.7% 100.0% 
50+ years Count 2 5 9 16 
% within Age 12.5% 31.3% 56.3% 100.0% 
Total Count 5 27 46 78 
% within Age 6.4% 34.6% 59.0% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 1.464a 4 .833 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum 
expected count is 1.03. 
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Crosstab 
  
Included in the departmental 
goal setting process by HoD 
(Q6) 
Total D/N A SA 
Age 30-39 years Count 2 5 9 16 
% within Age 12.5% 31.3% 56.3% 100.0% 
40-49 years Count 3 11 32 46 
% within Age 6.5% 23.9% 69.6% 100.0% 
50+ years Count 3 5 8 16 
% within Age 18.8% 31.3% 50.0% 100.0% 
Total Count 8 21 49 78 
% within Age 10.3% 26.9% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 3.069a 4 .546 
   N of Valid Cases 78     
   a. 5 cells (55.6%) have expected count less than 5. The minimum 
expected count is 1.64. 
    
Crosstab 
  
HoD recognise teaching 
accomplishments (Q8) 
Total D/N A SA 
Age 30-39 years Count 4 4 8 16 
% within Age 25.0% 25.0% 50.0% 100.0% 
40-49 years Count 12 13 21 46 
% within Age 26.1% 28.3% 45.7% 100.0% 
50+ years Count 4 5 7 16 
% within Age 25.0% 31.3% 43.8% 100.0% 
Total Count 20 22 36 78 
% within Age 25.6% 28.2% 46.2% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square .193a 4 .996 
   N of Valid Cases 78     
   a. 4 cells (44.4%) have expected count less than 5. The minimum 
expected count is 4.10. 
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Recognition and teaching experience 
Crosstab 
  
Receive feedback from HoD 
about effectiveness of 
performance (Q5) 
Total D/N A SA 
Exp_new 1-10 years Count 1 3 9 13 
% within Exp_new 7.7% 23.1% 69.2% 100.0% 
11-20 years Count 3 20 24 47 
% within Exp_new 6.4% 42.6% 51.1% 100.0% 
21-30 years Count 1 4 13 18 
% within Exp_new 5.6% 22.2% 72.2% 100.0% 
Total Count 5 27 46 78 
% within Exp_new 6.4% 34.6% 59.0% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 3.474a 4 .482 
   N of Valid Cases 78     
   a. 4 cells (44.4%) have expected count less than 5. The minimum 
expected count is .83. 
    
Crosstab 
  
Included in the departmental 
goal setting process by HoD 
(Q6) 
Total D/N A SA 
Exp_new 1-10 years Count 1 2 10 13 
% within Exp_new 7.7% 15.4% 76.9% 100.0% 
11-20 years Count 5 12 30 47 
% within Exp_new 10.6% 25.5% 63.8% 100.0% 
21-30 years Count 2 7 9 18 
% within Exp_new 11.1% 38.9% 50.0% 100.0% 
Total Count 8 21 49 78 
% within Exp_new 10.3% 26.9% 62.8% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 2.627a 4 .622 
   N of Valid Cases 78     
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a. 5 cells (55.6%) have expected count less than 5. The minimum 
expected count is 1.33. 
                 
Crosstab 
  
HoD recognise teaching 
accomplishments (Q8) 
Total D/N A SA 
Exp_new 1-10 years Count 0 4 9 13 
% within Exp_new 0.0% 30.8% 69.2% 100.0% 
11-20 years Count 16 12 19 47 
% within Exp_new 34.0% 25.5% 40.4% 100.0% 
21-30 years Count 4 6 8 18 
% within Exp_new 22.2% 33.3% 44.4% 100.0% 
Total Count 20 22 36 78 
% within Exp_new 25.6% 28.2% 46.2% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 6.872a 4 .143 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum 
expected count is 3.33. 
    
Nature of work and personal characteristics 
Nature of work and gender 
Crosstab 
  
Being allocated a variety of 
grades to teach (Q9) 
Total D/N A SA 
Gender Male Count 11 7 13 31 
% within Gender 35.5% 22.6% 41.9% 100.0% 
Female Count 16 16 15 47 
% within Gender 34.0% 34.0% 31.9% 100.0% 
Total Count 27 23 28 78 
% within Gender 34.6% 29.5% 35.9% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 1.366a 2 .505 
   N of Valid Cases 78     
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a. 0 cells (0.0%) have expected count less than 5. The minimum 
expected count is 9.14. 
    
Nature of work and age 
Crosstab 
  
Being allocated a variety of 
grades to teach (Q9) 
Total D/N A SA 
Age 30-39 years Count 9 1 6 16 
% within Age 56.3% 6.3% 37.5% 100.0% 
40-49 years Count 13 15 18 46 
% within Age 28.3% 32.6% 39.1% 100.0% 
50+ years Count 5 7 4 16 
% within Age 31.3% 43.8% 25.0% 100.0% 
Total Count 27 23 28 78 
% within Age 34.6% 29.5% 35.9% 100.0% 
       Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
   Pearson Chi-Square 7.613a 4 .107 
   N of Valid Cases 78     
   a. 2 cells (22.2%) have expected count less than 5. The minimum 
expected count is 4.72. 
   
Nature of work and teaching experience  
Crosstab 
  
Being allocated a variety of 
grades to teach (Q9) 
Total D/N A SA 
Exp_new 1-10 years Count 5 3 5 13 
% within 
Exp_new 
38.5% 23.1% 38.5% 100.0% 
11-20 years Count 15 15 17 47 
% within 
Exp_new 
31.9% 31.9% 36.2% 100.0% 
21-30 years Count 7 5 6 18 
% within 
Exp_new 
38.9% 27.8% 33.3% 100.0% 
Total Count 27 23 28 78 
% within 
Exp_new 
34.6% 29.5% 35.9% 100.0% 
Chi-Square Tests 
   
  Value df 
Asymp. 
Sig. (2-
sided) 
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Pearson Chi-Square .600a 4 .963 
   N of Valid Cases 78     
   a. 3 cells (33.3%) have expected count less than 5. The minimum 
expected count is 3.83. 
    
